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ABSTRACT ■ 

A selection of papers presented at the Second World 
Congress on Reading held in Copenhagen in August-, I960, reflects _ the 
views of educators from 25 countries on facets of reading 
instruction. Central to the congress was its stress on education as a 
human right. The raising of literacy goals and the roles played by 
various agencies in accomplishing this are themes which appear 
throughout tite. speeches. Topics discussed in papers in the collection 
include beginning reading, reading comprehension, preparation 6f 
teaching materials, descriptions of programs, teacher educatioh, and 
reading problems!' (This document previously announced as ED 045 306.) 
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Foreword 

On August 8 ami 9, li>66, tlic First WorM Congress on Reading, sponsored 
by IRA, was held in Paris. Five hundred educators from sixteen countries were 
in attendance. The proceedings of that Congress, Rejriifi^ liistntction: An 
hiteniiitiotul Vonini, was pubh'shcd by IRA in 1967. 

On August 1, 2, and 3, 1968, the SaonJ Worhl Congress on Reading 
was held in Copenhagen, cosponsored by the Danish National Association of 
Reading Teachers and the International Reading Association. About thirteen 
hundicd educators from twchty-fivc countries were in attendance. The present 
volume is the proceedings of the Second World Congress. 

This publication docs not contain all papers presented in Copcnhigen^or 
does it reflect fully the stimulating dialogues, formal and informal, carried on 
among the participants. A complete list of program participants appears at the 
end of this volume. The provocative papers included here, however, provide 
some of the flavor of the Congress — the fresh ideas and knowledge about , 
reading instruction revealed by tionferees from countries throughout the world. 

Although you will find all papers of great interest, I should like to dirat 
attention particularly to the opening papers by I-ve Mahnc|iii.st and Arthur 1. 
Gates for, in addition to insightful and thought-provoking content, they relate 
to two significant events which took place during the Congress. Fve Malm- 
cjuist's keynote address on the theme of the Congress served as the basic mate- 
rial for a scries of resolutions concerned with world literacy which were 
drafted by an international committee and were rae/.ved with acclaim by the 
total body of participants at the Congress. It is anticipated that, growing from 
these resolutions, an international groups of leaders will form a steering com- 
mittee to begin a worldwide campaign for the eradication of illiteracy. Arthur 
Gates* paper is an award response. Dr. Gates was selected by an international 
group to become the recipient of the first World Congress in Reading Award 
for his distinguished ser\lce and many contributions to a better understanding 
of the reading process and to reading instruction throughout the world. 

Another important occurrence reported at the Congress, but not included in 
the body of this volume, will be of interest to you. The International Reading 
Association was one of five groups to be awarded honorable mention for the 
Mohammad Pahlavi Pri^^e for meritorious work in adult literacy. The 

award v/as made possible through the generous gift of H.l.M. the Shahinshali 
of Iran and was awarded by a jury appinted by the Director-General t)f 
UNESCO. 

THe success of the Second World Congress was due to the concerted efforts 
of many people and organizations. Hve Malmquist initiated the idea of a Scan- 
dinavian congress and helped with concepts and details from start to finish. 
Ralph Staiger and the IRA headquarters staff worked long hour^ in itiiplement- 
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ing anil arranging the congress plan. Doroihy Kendall Bracken was mainly 
responsible for making tlie congress plan operational and speril many long 
hours revamping and revising Uic program. Thanks arc also due to other 
members of tlic Second World Congress who provided significant ideas, 
suggested possible participants, anu helped in shaping the program. 

Special giatitudc must be offered to Mogens Jansen, memUr of the Second 
World Congress Committee and Local Arrangements Chairman in Copenhagen. 
Dr. Jansen, along with many Scandinavian educators and the Danish Inter- 
national Students' Congress Service, was responsible for the smooth and pro- 
fessional operation of the Congress. 

H. Alan RoniNSON, Prcsulcut 
International Reading Association 
1967—1968 
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Introduction 



The reading process lus no l.wiimlaries. Through re.uhUg. h'ter.ile people can 
learn the thinking, not only of their own people, hut lliat of other nations :is 
well. Certainly, therefore, reading is a process through which mankind can 
find universal understanding. The Second World Congress on Reading in 
Copenhagen was a step towards this ideal. 

Although the people of the world ^speak in many tongues, the reading of 
these written languages has much ii\ common. Consequently, the reading 
instruction in one land lias problems in common with such instruction in any 
other country. At the IRA congress re'searchers and educators discussed the 
common problems ami shared suggested answers which might be founti fmit- 
ful for the teaching of reading in widely different cultxires and localities/ 

Many of the papers pre.sented are included in this book. In addition to^tlie 
keynote address and die award response, presentations range from a di^ussion 
of )iow successful readers have learned, by Ruth Strang, to the ve^ specific 
discussion of children \s hterature from many hinds, by IRA President-elect 
Helen Huus. ,^ 

The papers presented in the Scandinavian languages will appear in the 
Uand'tfunik Tidsh/fi for LhpeiLti'oger. Some of the/other presentations 
by their nature did not lend themselves to formal papers ami were not sub- 
mitted. Since final plans for piblication were not completed until November 
1968, certain of the Confjress papers have apMcfred in professional journals 
and, therefore, have not been includetl lieje. A complete list of program 
participants appears at the end of this vcdume. 

The purpose of publication, of course, is to allow for a vast extension of 
the profitable pooling of ideas at ^openhagen. Through such international 
conferences and their resulting proceedings, a more lucid appreciation of the 
reading process and the enliaiic^ent of reading instruction can be gainetl by 
-inquiring educators diroughout the worhl. 

Ralph C Sr.Mr.rR 
Oi.ivrR ANiMU-sr.N 
FJ/iors 



The International Reading Association attempts, through its publications, to 
provide a forum for a wide spectrum of oj.inion on reading. This policy / 
permits divergent viewpoints without as.suming the endorsement of the j 
Association. . 
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Reading: A Human Right and 
a Human Pr oblem 

"EvHRYONn HAS Tlir RIGHT TO miiCATiON." Tliis Jcnuntl for cilucation as 
a human right was proclaimeil in 19-18 by the General /.'•<;?mbly of the Unitetl 
Nations in one of the. articles within its universal "Declr.r.uion of Human 
Rights". This article further reads: "Eilucation shall he free, at l^ist in the 
elementary ami fundamental stages. Elementary education s'.ull he compulsory. 
Technical and professional education shall be made generally available, and 
higher education shall he equally accessible to all on the basis of merit". 

It seen^s natural and quite justifiabU- that we now, Iwenty years later, in 
19(')8. the proclaimed International Year of Human Rights, try to form 
some kind of opinion as to what extent these clainu on equality of educational 
opportunity for all have been fulfilled. One of the most significant features 
of the past twenty years is the enormous and rapidly rising demand for edu- 
cation in all countries around the world. The right of the individual to be 
given the opportunity to develop fully his potential abilities has in principle 
been generally recognized. However, in practice this ideal .seems extremely far 
from being universally achieved. 

Oyer 50 per cent illiteracy in 62 of the member 
countries of U, N. 

The latest information by UNESCO shows that 50 percent of the worlil s 
children of primary and .secondary school age are not going to .school at all. 
More than AO percent of the world's adult population — about 800 million — 
is estimated to be unable to read and write. At lea.st 65 percent of the worUl s 
population i^ estimated to fall below the level of functional literacy, when the 
criterion of fourth grade level of reading ability is used. / 

A few other examples might be appropriate: 1) of five and onedialf million 
inhabitants Jn Algeria over fifteen years of age, four million — nearly 80 per- 
cent — are illiterates; 2) with only 24 percent of the population of India 
being literate, this percentage means that in a population of about 435 mil- 
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lion, 330 million arc illiterates aml» cnnseqiienlly, nceil to he taught rc;ulinq 
skills of an elementary kiml; 3) only 5 percent of the entire population of 
Fthiopia is able to rcail; -1) the illiteracy rate is estimated to be over 50 per- 
cent in sixtytwo o^ the member countries of United Nations; 5) in hventy 
countries more than 90 percent of the population is unable to reid ami write; 
6) in many countries the female population is almost entirely illiterate; 7) an.i 
what might be even more shocking, as many as ei^hl countries in F.urope re- 
port a rate of illiteracy ranging from 10 percent to 65 percent of the popula- 
tion at the age of fifteen and above._ 

Despite all our previous efforts we are faced with a very disquieting picture 
at present. The number of adult illiterates, rather than being on the decline, 
IS actually increasing at the rate of twenty-five to thirty million persons a year! 
This distressing fact is attributed to the ciramistance that the educational 
progress, though considerable, has not been enough to keep pace with the 
rapid population growth. 

Reading abilit>' necessarj* for survival in our world 
of today 

The person living in the twentieth century who has not been given the 
opportunity to learn to read cannot function in a proper way, cannot live a 
full human, individual, and social life. He is deprived of a fundamental hu- 
man right to gain further education, to gain access to one of the most invalu- 
able instruments for learning. It has been said: "Learning is living and living 
is learning *. In a real sense, therefore, the ability to read is an indispensable 
element in a person's equipment for living in every co^-ner of die worlil of 
today. 

Recently, an Indian delegate at a UNESCO conference spoke on this sub- 
ject in the following terms: "Being without reading ability, half of the popu- 
lation of »he world has no possibility to realize the human rigl ts. They will 
remain unaware of the opporlxmities science nd technology give us to fight 
hunger, poverty, and diseases. They will also be excluded from the common 
cultural heritage which is laid down in written doniments 

Illiteracy has always existed. Yet today it has grown to be a really aaite 
problem of all mankind. In the primitive society with its traditional pattern of 
living, inability to read was hardly a big handicap for the fulfillment of a 
human life. But today enormously improved means of transportation and com- . 
munication have brought peoples living in all corners of this earth closer and 
closer together. The use of the results of technical development has been 
more and more necessary for survival everywhere and, therefore, illiteracy 
has become an increasingly serious problem. There will be fewer and fewer 
jobs available for unskilled illiterate workers in any part of our technical civ- 
ilization of today. 
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After ihc sccoml worlil w.ir many new sdf -governing countries were cst.ilv 
lished anil, consequently, a new world siiuation was created. Democracy in 
our sense cannot be maintained in a society where the citizens are not even 
able to read the ballot form. Therefore, a strong political uemand for universal 
literacy is emerging. The rapidly growing gap between low income countries 
— and the map of those poor countries is to a- great extent identical with the 
countries which recently have acquired national independence and which have 
a v(?ry high illitteracy percentage — and the high income countries has be- 
come an extremely actual and ever-growing economic and political danger in 
the world of today. 

If we want to conquer poverty, hunger, and disease in the world, we have 
to conquer illiteracy first. Illiteracy is the most serious handicap for economic^ 
political, social, and individual development that we know. In fact, illiteracy 
is becoming more generally recognized as the most irreconcilable hindrance to 
development and progress ever)'\vhere in the world and, furthermore, as a 
grave block to international understanding and cooperation. Illiteracy is re- 
garded as one of the subtlest but most stubborn threats to peace in the world 
today because it divides nations within themselves and among one another 
into two groups the literates and the illiterate... 



U Thant: **An invitation to violence*' 

People in the advanced industrialized countries must realize that their future 
welfare and security are dependent upon the prosperity of the developing 
counlTies. This fact was emphasized by U. Thant, Genera! Secretary of the 
United Nations, at the opening session of the United Nations Economic and 
Social Council (ECOSOC) in Geneva. He also expressed the opinion that a 
failure to diminish the gap between thjb rich and the poor countries of the 
world "is an invitation to violence". Differences of political organization 
appear to be less significant and less of an obstacle to cooperation than it was 
formerly supposed. As Richard Goodings and Joseph I.auwerys have expressed 
it: "The only differences of any importance arc not those between the com- 
munist and the capitalist, but those between the hungry and the affluent, be- 
tween the educated and the illiterate". ^ 

To an increasing extent the whole world's problems concern all of us. ;V^e 
can no longer ignore the problems of those who live in another part of the 
country nor the problems of those wl^o live in another nation or on another 
continent. We have to face the problems, to share them, and to seek solutions 
for them on a worldwide basis. 

Many important regional meetings have been held under the auspices of 
UNESCO in this decade. 



10 



y lliiWMi ki]*ht iwd Ptiildett: 

'*A selective stately" is now used by UNESCO 

What lias hccn (harulcrizcd as a turning poinl in ihc whole slrug^Ie 
ii^i^.iinst ilh'teraiy was Uic UNnvSCO-.sponsorcd WorKI Congress of Ministers of 
I-ducalion for the Urailicalion of Illiteracy in Teheran, According ;o the 
recommendations of this congiess, accepted by the General Assembly of the 
United Nations, a new approach to the problem is now being tvicd by 
UNESCO. "A selective strategy — a strategy of intensive projects rather th:in 
of extensive campaigns is used . on an experimental basis. At the present 
time special attention lias been given to a small number of countries — Al- 
geria, Iran, Mali, Tanzania, and Ecuador. 

. Instead of attempting to teach everyone in these countries to read aiul write. 
UNESCO has selected certain sections of society, such as industrialized and 
agricultural areas, where strong motives for learning could be expected by the 
foreseeable use of reading ability to raise the standard of living. It has been 
emphasized that literacy sliould not be regarded as an end in itself nor as a 
problem to be solved in isolation. Literacy should be regarded as a first essen- 
tial step in a life of (Continuing education, in which reading ability is an in- 
dispensable tool. Literate workers in industry and agricultiire are assumed to 
be able to take advantage of the ongoing professional training much easier 
and quicker than illiterate workers and, thereby, to pave the way for an in- 
creased productivity. »By increased production, better profits and hopefully 
higher salaries will follow and, in that way, consumption and demand sliouKl 
increase. These results, in turn, should bring about an acceleration of the 
economic process. Then f he "evil circle" in a developing country should be 
broken. The results of these e^cperiments will be analyzed and evaluate^l ; 
during the years 1969 and 1970, "and the experiences gained will be the basis 
for enlarged literacy campaigns later^n^ 

Many signs ^suggest that governments as well as individuals in practically 
all nations around the world are awakening to the presence of illiteracy* And 
it is not one day too so6n» 

But when it comes to deeds so many difficulties and so many delicate 
priority-order problems emerge, that the effect of adult literacy programs so 
far has been much less than was expected. The problems are, therefore, grow- 
ing and turning out to be even more overwhelming than before. Admirable 
work has been accomplished, but much, much more remains to be done before 
the goal of a universal literacy is achieved. 

There is certainly a need for drastic action to eradicate illiteracy once and 
for all as some national representatives have pointed out at the General 
Assembly of the United Nations. Many leaders in various countries, however, 
have turned away the declaration of the fundamental human right to educa- 
tion — if not in words, at least in practical action — and, therefore, have 
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postponed the realisation of the goal of a universal literacy to a future gener- 
ation, to the years of 2010 to 2020. 

\Vc must raise our aims as to functional literacy 

Troni my point of view, the struggle against illiteracy is one of the most im- 
portant and also one of the most gigantic and demanding tasks of our present 
generation. This task has, as I see it, two facets: first, we must eliminate illiter- 
acy and. .second, we must raise the standard of fnnctional literacy. 

The tedinological revolution, which promises to affect within a few years , 
all parts of the earth, may force us to raise our sights about functional liter- 
acy. \Vc no longer can be content with a fourth-grade standard of reading 
ability. In my view this stanxlard needs to be raised at least to a rtBth-grade 
level. In many highly industrialized countries, workers will by \i>HO need a 
reading capacity of even a twelfth-grade level in order to comprehend effec- 
tively instructions and blueprints. But, to repeat, at least a ninth-grade reading 
proficiency will be required. 

We can anticipate that, because of rapid rate of change, those children who 
this year, 1968, enter the first-grade of the elementary schools throughout the 
world and whose professional, productive, matnre lives will span the years of 
~- let us say — 1980 to 20-10, will have to make at least three or four' changes 
in cKcupation. 

The heavy flow of extensive data and information from computers will 
ueate reading problems of great significance for people in the world of to- 
morrow. Without proper training in making intelligent decisions as to the 
exact kind of information needed, and in the ability to do rapid selective rcad- 
iiig. they will drown in the informational deluge. ■ ■ - : 

What would it cost, minimally, to teach people around the world to read? 
h it at all economically feasible? As given by UNESCO the cost of making 
one person literate varies from $'5.25 to S7.50. Yes, that is all — $5.25 
to $7,50 per person depending upon the region concerned. To teach 800 mil- 
lion people to read and write would^ therefore, cost around 5,800 million 
dollars.- To this amount we should add the costs of follow-up campaigns for 
the stimulation of continued reading and for the production and distribution 
of books meeting the aspirations and the daily needs of the readers. These 
costs might M«se the sum needed from nine to ten billion dollars or more. 
Huge sums of money, indeed, but as a comparison I may mention that 
approximately 150 billion dollars a year are allotted to defense by the various 
countries of the world — fifteen times as much as needed for a world literacy 
campaign. 

Under the circumstances, wc have to face the. fact that a variety of sources 
must be explored and tapped to meet the enormous tieeds. It is unrealistic to 
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expect the Uiiltett Nations lu pruxule these ,sunis ami to hire the hundreds ot 
thousands of teachers and experts whu will be needed to teach and to pruduce 
instruments anit materials for such a worldwide literacy tanipai^n. 

World Literacy Day — : September 8, 1970 — a starting 
point for the campaign^ 

May I share with you a plhn uf actiun and .some fund-raisini; iJ.eas-which 
have occurred to me in this connection? You may remember thai the Wurld 
■ Congress in Teheran in 1%^ recommended that September -8 should be 
annually proclaimed World Literacy Day. This suggestion strikes me as an 
excellent i'lea. As I see it, the propaganda value of such a diiy has not been 
very extensively used. I would like to suggest that this day, World Literacy 
Day, September 8 of 1970, be employed as the starting point fur an infor- 
mation campaign, a promotional campaign for the eradicaiiun of illiteracy 
throughout the world. 

Further, I would like to propose that the bcst^-ailable public relations 
experts from all over the world be consulted to make this goal a reality. Ef- 
fective and imaginative use of every mass communication medium should be 
made — films, radio, television, ncw.spapcrs, magazinej, pamphlets, or posters. 
The services of artists, actors, "-and others should be brought to hear on this 
global drive with cooperation across all. national and regional boundaries on 
many areas. Such a concentrated information campaign should draw on orgii- 
nizations and individuals from all over the world for aid, not only in finances 
but also ill expert teaching and in the ^creating of books and other teaching 
materials. 

In addition, I would like to propose that this present World Congress on 
Reading in Copenhagen go on record as expressing its support oC the resolu-' 
tion by the Teheran Congress in 1965 and as recommeiiding a transfer from 
words to deeds, from theories to action, in an intensification of the efforts to 
eradicate illiteracy, effectively, in all countries of the earth. 

Though UNESCO should evidently take the lead in this venture, 1 think 
^l^e IRA should offer its expertise for the teaching of reading. The coopera- 
^ tion of other international specialized agencies should be elicited — agencies 
^ such as FAO, WHO, UNICEF, and the like — in order to nmke possible 
food for development campaigns and health campaigns parallel to (he liter- 
acy campaign. If you are starving and sick, you cannot work efficiently nor 
enjoy learning to read. By the year of 1970 we should hsve on hand find- 
ings from experimental reading projects carried on by UNESCO to selected 
groups in Algeria, Mali, and other countries. Also, 1970 has been designa- 
ted International Education Year. Would not September 8, 1970, be an effec- 
tive starting date for the launching of the massive worldwide leaching cam- 
p;'.ign? ^ 
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To finance the leaching campaign, funds will have. to be found to supple- 
ment the annual contributions from UNIiSCO and the. United Nations' Spe- 
cial Fund. • 

Suggestions for financing a World Literacy Campaign 

I have the following suggestions to make in this connection: 

1. That in 1970, one-half percent of the respective budgets of all countries 
of the world be allocated to this World literacy Campaign. 

2. That in 1970 each nation will advance to the disposal of this campaign one 
percent of its elementary school teachers, for a limited three -months period 
of service, to serve in the capacity of teachers or as consultants to groups 
of teachers in the countries concerned. 

3. That the following institutions be asked to donate the total income of the 
eighth of September 1970 to the Worldwide Literacy Campaign: 

a. All companies producing and publishing books. 

b. All newspapers and magazines. 

c. All firms connected with the communication busines.s, such as television 
and radio companies, news, magazines, newspapers, and advertising 
agencies. 

d. All producers of teaching materials of various kinds, including manu- 
' facturers of television sets, radio receivers, radio transmitters, and the 

like. - . 

The role of IRA's reading experts in the Campaign 

What part would you see yourselves playing, you experts in psychology and 
methodology of reading? I see you us being particularly qualified to serve as 
leaders and. resource persons in a variety of capacities. For instance: 

1. By virtue of your knowledge within the reading field and your national 
authority in these matters, you are in a unique position to activate your 
government to contribute to such a world literacy campaign (not only for 
citizens within your own country but for all illiterates around the world). 

2. You are in a position i6 organize, stimulate, and help authorities in the 
training of teachers for service in the developing countries. 

3. You are in a position to assist in the work of constructing and testing read-' ' 
ing materials for use in the teaching of children and of adults in various 
countries. 

4. You are in a position to assist in the work of preparing manuals for local 
teachers in developing countries as well as to assist in setting up riidio and 
television programs on the teaching of reading. 
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:>. And finally, would you not be in a position of being able to appeal to 
teachers' organizations in the developed countries to reLonimend urgently 
that each individual teacher donate his whole Jay's income for Literacy 
Day, September 8, 197U, to a world literacy campaign? 
You will surely have a great number of proposals and suggestions to add to 
these which have occurred to me. I am of the view that all of you, .issembled 
here today, are, as I am, both emotionally and intellectually struck by the 
extraordinary urgency and by the great magnitude of the problem of illiteracy 
in the world today. Also 1 trust that many of you are willing to devote the 
best of your efforts to assist in proceeding to solutions to this farreaching, yes, 
this global problem. Actually, this is a very cxcitmg venture, one full of chal- 
lenge and promise, leading to the release of so much human, potential. 

By taking the initiative to such a joint action, by giving guiding principles 
.for programs of various kind*^ and at different levels, IRA can make an 
cp.ormously important contribution to the fulfillment of one of its main pur- 
poses: "to improve reading ability among all peoples around the world". 

Trom my point of view, we have to reahiie that we cannot afford to wail 
for the next generation to solve the problem of illiteracy. It has to be attacked 
and solved within a reasonable time in our generation. The time to plan and 
carry through tin's gigantic concerted operation in solving a problem of a 
worldwide common concern — "the shame and scandal of illiteracy", as Di- 
rector General of ITNHSCO, Rene Maheu, has called it — is not in lyso or 
in 2015 — IT IS RIGHT NOW! 
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Reflection and Return 

-As I MOVE AROUND IN VARIOUS circlcs, I liCar repeatedly the voice of convic- 
tion that we arc now in or entering a professional revolution. I have heard 
this same voice* on several occasions during my life, and I think it spoke truly. 
1 feel that some of our most illustrious advances have occurred when we be- 
came fully aware of and deeply involved as educators in such revolutions. The 
one we are in now may have far-reaching effects upon the role of reading 
and the other language arts both in school and society. We must resist the 
temptation to disregard this revolution. 

In many sections of the United States, economic and social, subdivisions of 
society have developed so separately and so differently that the pride of our 
professional past, the school. as the national "melting pot", the single "com- 
mon school", is being severely attacked at all levels. the upper levels, the 
students themselves are leading the rebellion; at the elementary and intermc- 
diat(> educational levels, the parents are heavily engaged. Tlie typical Ameri- 
can reading program seems now clearly to be unsuitable forJarge blocks of 
children in such ghettos as New York City's Harlem, in sections of some of 
our rural localities, and in other communities. Our most highly trained and ex- 
perienced teachers of reading arc finding to their dismay that they are ill 
equipped to deal with the youngsters in these areas. Indeed, Teachers College's 
specialist in these minority groups, lanni, recently wrote, "Many are question- 
ing whether schools — at least as we know them — will long continue to 
exist in these areas". They are in fact being rejected in sections of New York 
City right now. Probably nothing less than thorough reorganization of ma- 
terials, methods, and objectives, perhaps on a ^vorld^^ide scale, will meet the 
demands of the social, political, and general educational upheaval now sweep- 
ing around the globe. 

The effectiveness of every phase of education is dependent upon the con- 
ditions of life in general at the time. Neither' the general patterns nor particu- 
lar materials nor methods of teaching are independent absolutes. No educa- 
tional patterns or practices and no materials or types of communication can 
safely be regarded as absolutely right or wrongs relatively good or bad, for 
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a!! communities, or schools or teachers or curricula, for ail social or economic 
or intellectual groups or individuals, or for all times. Adaptation to a wider 
variety of conditions and societies and at more frequent intervals than we luve 
heretofore attempted should be our practice in the future. 

Many changes now under way may have worldwide influence on reading 
and learning -to read. One, for example, is the recent appearance of very inex- 
pensive, tiny transistor radios which are rapidly becoming the possession of 
large numbers of persons of all ages, all over the earth, in all walks of life — 
isolated shepherds, fishermen, farmers, and lumbermen and all manner of 
children, teenagers and adults, whether laborer or loafer in every kind of town 
and city. Several scholars have asserted recently that these tiny radios have be- 
come the most powerful means of communication now available to leaders, 
especially political leaders in many different countries, notably in nations in 
which a large proportion of the population is unable to read. These radios 
are perfect instruments for propaganda, good or bad. Their use, likely soon 
to be universal, raises many questions relating to the educational possibilities 
and effects of a new, very convenient auditory, as contrasted with visual, 
approach. It raises problems that are worldwide in nature and sliould be stu- 
died on a worldwide scale. 

At the same time a new wind has appeared which tends to bend the willow 
in the opposite direction. In presenting this development, I have yielded to 
tJie temptation to quote from an article of mine published in 1928. "Learn- 
ing to read (differs) from learning to understand spoken language only in 
one respect: in the former a complex visual stimulus must be recognized and 
associated with sonic object, event, situation, or quality; in the latter a com- 
plex auditory stimulus is reacted to similarly, In the one case we interpret audi- 
tory words; in the other, visual*.., There is no evidence to my knowlcd/^e 
that the visual forms (are) intrinsically more difficult; indeed, they may be 
easier" (p. 4 — 5), I repeat now as 1 said then that children learn to read 
spoken words before written or printed ones not because it is easier or more 
natural but only because they can be presented to children so much more easily 
and, therefore, more often. The spoken word can wing its way around curves 
and corners and tJirough solid walls in a way that printed words cannot. 

When I presented this idea more than forty years ago, it was usually dis- 
missed as the wisecrack of a typical young crackpot professor. But the evidence 
suggests that it is theoretically sound and practically demonstrable. I have 
taught without difficulty many one-year-old infants to read quite a few prin- 
ted words. Congenital deaf-mutes can learn to recognize printed words quite 
readily. It was found recently that in areas where there are many television 
programs and where most children have television sets in their homes, 
youngsters from two to five years of age spent an average of more than forty- 
five hours a week before them, not only hearing audible but seeing visible 
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words. And large numbers of these diildrcn are learning to read early as well 
as to listen to words. Walter MacGinitie and I found in a sur\ey of repre- 
sentative American children, from the rural and remote areas as well as the 
urban, that even now approximately eighty percent are able to read from a 
few to a great many words before they e.iter school. Forty years ago, I found 
the proportion to be only about ten percent. 

Only a little ingenuity is required tc develop television programs and re* 
lated materials, such as little booklets in printed form, to induce the very 
young to lenrn to read by themselves in the home quite as they now learn to 
understand spoken words. Indeed, several programs of this sort are soon to 
be tried out. Television sets, like radios, are becoming cheaper, smaller, and 
more foolproof. They may rapidly become as widely used as transistor radios. 

Now that the infantile eye as well as the ear in all parts of the world may 
soon be attracted to words, what are we to do about the staggering possibili- , 
ties of educating the new generation of youngsters before as well as after their 
sixth birthday? Shall we emphasize visual reading more or less in comparison 
with oral listening? The answer will doubtless vary among different cultures 
and communities. We must, therefore, discover, the crucial considerations. Here 
is a charming little problem which you experts on all the language arts arc 
in the best position to fackle, a problem in which a worldwide attack seems 
likely to be desirable. 

Two views of the importance of studying practices in other lands have been 
widely held in the past. One js the old idea that the study of education in a 
foreign culture is often not very fruitful because conditions are so different; 
findings, it is alleged, are shrouded by the mists of so many uncontrolled va- 
riations that local applications are hazardous. One had* better work nearer to 
home. I fear that I was restrained at times by sudi a thought. I did so even, 
in my earlier years, while I was conducting what I now regard as my most 
significant studies — studies which should have revealed my error. These were 
a number of my earliest investigations of what I felt represented critically dis- 
tinctive cases, such as children who had been deaf from birth, weak or mark- 
edly acute in visual and auditory discrimination, left-eyed or left-handed, or 
otherwise exceptional. Only recently has it come to me with a shock that in 
choosing these subjects as the best of my humble efforts, I was admitting the 
high value one should place on studies of children with equally conspicuous 
differences due to living in different lands, learning different native 
languages, and adjusting to divergent early social, personal, and parental cha- 
racteristics. The mists produced by different conditions must be cleared away 
to reveal the basic principles. All I can say today is that I have at long last 
been cured of this ancient blindness. Moreover, I now believe that of all the, 
teachable activities, the language arts are foremost in the extent to which the 
light from other lands will incr'^ase.the clearness of one's vision at home. 
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Since the language at*s are so greatly and often so subtly influenced by 
almost every aspect of everyday life, high competence in all phases of Jifc is- 
needed to formulate the best practical plans. In trying to improve education 
in the language arts we must, therefore, recognize the acute need for more 
' help and information 'than we have been accustomed to from fields such as 
sociology, social anthropology; health, economics, biochemistry, clinical psy- 
chology, psychiatry, medicine, linguistics, politics, business, and many -others. 

Compared to many fields, we have been overly cautious and preoccupied 
often with minor details of a practice when we should have been challenging 
the whole structure. We must be careful lest we become visited by a Plague 
of Pettiness. We must develop the type of fearlessness shown, for example, in 
medicine and surgery. We have been slow to gra^p the advantages offered 
by technical devices and experimental apparatu.s, computer? in diagnosis and 
management, and mechanical aids in teaching. It is high time for us to shift 
from the most conservative to the most progressive — yes, even the most ven- 
turesome — of all the professional groups. Let us not hesitate longer to do 
the equivalent of open heart surgery or heart transplantation in our area. 

Like others of those wlio, in America at least, are called "Senior Citizens", 
I tend to reflect upon the factors that led me into training concerned with 
scientific and scholarly study. My first vocational decision was perhaps my 
most critical one. Shortly before I was graduated from high school, I was pre- 
sented with two attractive offers — one, a small scholarship to help me attend 
the University of California and the other, a much larger amount to become 
a professional baseball player. A few years ago, a former college roommate of 
mine, a witty wag,- commenting on my choice said, "Well, it seems to me 
that baseball has gotten alon^ better without you than education has with you 

During my final year as a graduate student, I ser\'ed as assistant in experi- 
mental psychology fo J. McKeen'Cattell at Columbia University. .Cattell was, 
in important respects, the father of the laboratory experimental psychological 
study of reading as a result of his brilliant work in Wundts laboratory in 
Leipzig. Cattell was also the man who introduced to Thorndike and others 
in America the statistical method, which he studied under Galton in England 
after leaving Leipzig. A$ was true of many other students at tliat time, I did 
not go abroad to study psychology mainly because Cattell and others of his 
generation brought England and the Continent to the United States. 

Most of my earliest contacts with psychology were European in flavor. My 
first" student textbook was Wundt's Htdman and Animal Psychology. Bern- 
heim's Stdggestive Therapeutics, an early statement of typical French abnormal 
psychology, and Binet's reports were among my first readings. I struggled 
with the mental chemistry of Titchener and other early English psychologists. 
I laboriously translated from German the three large volumes of ' Lectures'' 
on educational psychology by Meumann. 
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During my last year as a student I carried forward under Thorndike and 
Cattell the study of the group or mass-statistical approach which I had pre- 
viously undertaken at Berkeley on my own. But at the time I took up quarters 
in Teachers College under Thorndike, my first love was the analytical, experi- 
mental, and theoretical psycholog)' in which I had taken my doctorate under 
Cattell and Woodworth. For at least a dozen years thereafter, I used these 
approaches as my primary ones. A technique I used frequently was to gather 
data from two or more comparable groups of subjects pursuing two or more 
experimental programs and subject all -of them before, during, and after the 
experience to intensive individual study by means of various tests, experimen- 
tal devices, and intensive observation. Indeed, I now view this combination 
of group 'and intensivejndividual study as the most rewarding that I have 
ever used. 

But as time went on, I shifted more and more to the mass-statistical 
approach as most of my American contemporaries were doing. The causes of 
this change seem quite clear. to me. The analytical-experimental approach 
proved* to be relatively slow and uncertain. By contrast, a group study could 
be carried out by having a few before-and-after tests given by student assis- 
tants, by turning on the computing machines, and reading the results — re- 
sults that could be obtained by a "researcher" who had not seen a single one 
'of his "experimental" subjects. 

As some of you know, I have been expressing my deep concern about our 
shift in America from the laborious analytical experimental studies to group 
methods to the point where the former have almost become extinct. This trend 
is tragic. If I appear to be extremely critical of mass study, I do so only be- 
cause so many persons in education seemed to believe that it is an adequate 
substitute for the more analytical experimental attack. It is not. Its value is 
great for many purposes, but its lintitations for many of our most vital prob- 
lems are conspicuous. The crucial fact to remember is that the pattern of abi- 
lities and other characteristics in an individual is not the same as tlie pattern 
' in a group. An error in some minds is the idea that an individual is a sort 
of'miniature of the average of a group. Most of the leaders in scholarly study 
in. such wonderfully productive fields as biochemistry, metallurgy, agriculture, 
and especially in our closest kin among the profession, medicine, are clearly 
aware of these distinctions. If you have any doubts on this point, please read 
Selye's splendid book, from Dream to Discovery: On Being A Scientist (New 
York: McGraw-Hill, 1964). Nearly every word in this fine volume by Selye, 
probably the most insightful authority on biological science in the world today, 
has meaning for scholars in education and related areas. Selye, £or some time 
the head of i medical research institute in Canada, is Viennese by birth and 
education. 

These details of my professional life and convictions suggest the mai- point 
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of my title. After prolonged reflection I have reached the conclr:sion that if 
I had -assurance of many vigorous years before me, I would happily return, 
somewhat in the fashion of the prodigal son, to my adopted teacher-parents at 
whose knees I learned primarily the analytical-experimental, the old-world 
approaches. I would certainly revive my concern with the worldwide profes- 
sional scene which was more adequate long ago than it is now. Had I relumed 
years ago, I would have become a better scholar. At any rate, I am now confi- 
dent- that the energy and generosity of this worldwide organization will be- 
come for others as it has for me the source of a clearer 'awareness of the 
sources of a more fruitful professional enterprise during the next generation. 

Lest these comments and tho^e of many other critics, both quah'fied and 
unqualified, during recent years cause doubt that scientific study can contri- 
bute richly to the improvement of teaching of the langu.ige arts, reflect for a 
moment on the fact that we have hadTT trifling amount of such research in 
comparison with many other fields, such as medicine, agriculture, and mecha- 
nical engineering. Educational research has lived on crumbs during my days, 
but I believe that it is. soon to join other groups at the table. Indeed, it has 
already had at least a few substantial handouts. For example, in several recent 
instances the amount of money made available for each of a few short-time 
(two- to five-year) investigations has been greater than the amount I received 
for all the research work I have carried out during my entire lifetime. If some 
of those of our groups now show signs of getting indigestion from the un- 
accustomed feast at the main table, we need not worry. They will soon get 
adjusted to a rich diet. In the long run, a bountiful table for scholarly and 
scientific study will provide much that we need to give full vigor to our pro- 
fession. 
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How Successful Readers Learn: 
A Global View 

From an international viewpoint, reading is the key to communication 
and contributes to the solution of world problems of poverty and animosity. 
From a personal viewpoint, reading is the key to continuing education, em- 
ployment, and enjoyment. These goals may be achieved through effective 
teaching of reading. 

Previous international conferences have explored many aspects of the psy- 
chology of teaching reading. There are two aspects, however, that I should 
like to emphasize. The first is learning about the reading process from the 
reader himself. The second is an integration of aims, learning process, and 
teaching procedures. 

We have gained understanding of the learning process from animal experi- 
mentation, laboratory experiments with children, and research carried out un- 
der natural school conditions. Some important research on the reading process 
has used introspective-retrospective verbalization as the main method of col- 
lecting data. To learn how a child learns, we need to get close to the child, 
not to be aloof like the psychologist who stumbled over a child and exclaimed, 
"Oh, my goodness, what is that!" We need to acquire Piaget's genius for get- 
ting into the child's mind — into his thinking and feeling. (Inhelder and 
Piaget, 1958). 

The most important source of understanding of why and how children 
learn to^tead has been neglected, namely, the day-by-day study of children as 
an intrinsic part of teaching. ■ 

Although we have learned much from studies of why children fail in read- 
ing, we could learn still more from intensive study of why and how children 
of different abilities and backgrounds achieve their reading potentialities. 

Retrospective Reports 

When successful readers were asked, "How did you learn to read so well?" 
some said, "I donit know; I just did". Others spoke of "sounding out" the 
word by letters or by syllables. Still others remembered that their mothers had 
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taught them words printed on cards. Quite a few learned by asking someone 
to tell them words that they saw on signs, boxes, or in books. They seemed 
to be aware of the interaction or interplay of oral language and meanings. 
Many mentioned hearing someone read aloud to them while they looked at 
the pictures and print on each page. There were also a number of idiosyncra- 
tic recollections. 

Reports of research and case studies likewise describe diverse methods by 
which individuals learn to read. A seventeen-year-old boy with an IQ of 
around 50 reached a reading level of almost third grade after two years of 
individual instruction using signs, notices, directions, and the Hegge, Kirk, 
and Kirk (1940) phonic drills as, reading materials. Another nonreader, using 
selections from the Science Research Associates Laboratories and rewarded for 
his correct responses by tokens of money value, achieved a 4.3 grade level of 
achievement. Some groups of exceptional children learned in an accepting 
classroom atmospliere freed from failure, while others responded to pressure 
methods. Still others learned through a series of programed lessons, the pro- 
gressive choice method, a kinesthetic and auditory emphasis, the Montessorri 
method, the initial teaching alphabet, or linguistic readers. One of the main 
conclusions of the United States Office of Education's extensive first grade 
sfudies was that there was no one best method of teaching reading. 

In pronouncing unfamiliar words, children also use many different methods 
such as the following. 

Singingt "I knew 'sing' and 'ing' and I put them together." 

Bring: "I knew 'sing' and put the 'br'sound in place of 's'." 

Seem: "I knew that word by the two 'e's' togetlier." 

Bark:! "I sounded the 'b' and it was with 'a' and 'r' and -^nds in *k'.** 

Pail: "It has two vowels together, so the 'a' is long and the 'i* is silent." 

Oswald: (A name in the title of a story) "I saw it in the newspaper. He 

j killed the President.". 

These are a few examples of word recognition methods used by^ a single 
class of first grade children. Included in their learning repertory were varia- 
tions of structural analysis, phonics, letter naming, consonant substitutions, 
recognition of unique visual configurations, application of phonic rules or gen- 
eralizations, and recognition of the word as a whole. 

A similar diversity of associations was apparent in twelve- and thirteen- 
year-olds', retrospective reports o\ how they had learned the meanings of cer- 
tain words. Among these associations were out-of -school experiences; drama- 
tization of word meanings; teacher's explanations; associations with people, e.g., 
pessimist, "My grandmother is a pessimist, she has the habit of saying every* 
thing bad is going to happen"; and association with things, e.g., /rrfw^y//// with ^ 
the familiar tranquilizers. Some gained meaning from auditory and visual si- ^ 
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milaritics and contrasts, and in many other diverse and roundabout ways. 
Such reports give insight into the child's thinking, his ability to express his 
thoughts, and his » understanding of the spoken or written words of otiiers. 

Introspective-retrospective verbalization also shows the interaction of think- 
ing and feirling and the role of personal relationships in successful reading. In 
their reading autobiographies, pupils seldom recalled any specific ivstmctiou 
in reading that the teacher had given them. We may infer that the teacher 
had actually given them little help in how to read or that the instruction had 
made little impression on the children. Nor did the pupils associate television 
with success in reading. If television did contribute to these children's read- 
ing proficiency, they apparently were unaware of its value ... at least it was 
not uppermost in their minds. 

Tliese retrospective reports, ^uninfluenced by leading questions or suggestive 
checklist statements, give us a glimpse of the manifold ways in which children 
perceive the process of reading. Retrospective reports are the basis for curri- 
culum planning and teaching; they are useful to appraise the effect of any 
sequence of instruction and of certiin aspects of children's reading achieve- 
ment. For example, can children explore sound-letter relations and also get 
meaning from exposure to the complexity of a whole passage? , 

The second strategy is to relate behavioral objectives and prerequisites to 
s\^ccess in reading, to the learning process, and to teaching procedures. 

Analysis of the Integration of Aims, Learning Process, 
and Teaching Procedures 

Both the children's responses and pedagogical research on factors associated 
witli children's development in the language arts indicate that the teaching 
of the\communication arts should be :oncerned witH the totality of the task, 
not oniy \yith the separate parts. Ii should relate the three main aspects: to 
state definitely the behavioral objectives, analyze each of these tasks, and 
describe the teaching procedures that would facilitate accomplishment of 
these tasks. 

In this global view of reading w»e first focus our attention on the specific, 
definite behavior or competencies to be acquired. These are usually presented 
as a hierarchy or a sequence. They may be more accurately viewed as a matrix 
in which ma^ture reading ability develops. At the base of this model is the 
individual's ihnate capacity which interacts with physical, intellectual, and so- 
cial environmental influences. These guide the course of the child's intellec- 
tual as well as his physical development. Out of this interaction, the prerequi- 
sites for reading develop: cognitive abilities; language and speech; visual and 
auditory perception, discrimination, memory, sequencing, and integration 
(Kirk and McCarthy, 1968). - 

More pen'asive in their influence on learning are an openness to expe- 
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ricnccs and motivation to learn. These psycholinguistic, mental, and eniolional\ 
prerequisites contribute to the development of sight vocabulary anj word re- 
cognition skills, which are the foundation for exact comprehension of sen- 
tences, paragraphs, and longer passages which, in turn, make possible inter- 
pretive, critical, reflective, and creative reading. Accompanying comprehen- 
sion are the appropriate feeling responses and applications to personal and 
social development. 

For practical purposes, each of these majoi aspects must be broken down 
into concrete behavioral objectives, such as being able to identify, discrimi- 
nate, and recall the consonant sounds in words or the ability to locate and 
interpret clues of character in literature. TJiis sequential list of specific be- 
havioral objectives serves as a guide, to teachers in both a developmental and 
remedial program. Tlie child starts at, or a little below, the point of compe* 
tence which he ha5 already acquired. ' ' 

The next step is to analyze the processes by which. these competencies are 
acquired. This is the process of "task analysis", moving from the concrete to the 
abstract . . . and from the simple to the complex. Too often we expect a- child 
to achieve higher levels of skills without haying mastered, the preliminary 
steps. Too often we a^k a child to "get the thought of the paragraph" with- 
out giving him any instruction in how to do it. By analysing each task, as 
in programed learning, we provide progression in his learning experience, 
leading to success and self-confidence. 

For example, the process of deriving meaning from the flow of words in 
sentences is still relatively unexplored. McCullough (1968) has shown how 
the reader must constantly refer forward and back in a sentence or paragraph 
for the meaning of one word after ariother. I. A. Richards (1968) has 
described tliis thought process as feedback leading to "feed forward", the 
response made, to one part of the sentence which leads to anticipation of or 
clues to the thought ahead. In this process recognition, recall, inference, eva- 
luation, appreciation, and application are all involved. 

Certain principles or strategies of learning influence this total program and 
' affect the. process at every stage. - 

Our teaching procedures should stem from the learning process. With a 
basic understanding of the reading process and how reading competencies arc 
learned, the teacher plans experiences that facilitate children's learning. He 
provides experiences, gives instruction as needed, selects and analyzes the read- 
ing material, responds appropriately, and encourages the practice which the 
class as a whole, and the individual child as well, needs. The teacher directs 
his attention first to the child — his abilities, attitudes, interests, and back- 
ground. He attempts to match the learning situation to the abilities of the 
child at the moment. The child responds; the teacher reinforces the desired 
response with recognition or approval. If the teacher has analyzed the task 
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skillfully and has made" "a good match" between the reading task and the 
child's capacit)', the child will get satisfactic>^. from his success; he* will not 
need extrinsic reinforcement or rewards; he will be eager for the next reading 
experience. 

Application 

The global approach, when applied to a school or school system, will bring 
together aims, processes, and teaching methods which are usually studied se- 
parately. For example, to improve pupils' proficiency in reading and related 
language arts, an assistant superintendent of a school district appointed a com- 
mittee to work on this problem- during the summer. After clarifying concepts 
of language arts, child development in relation to reading, and principles oi 
learning, the committee collected facts about pupil characteristics, background, 
achievement, and reading autobiographies from a large sample of pupils. 

Then the committee went to work in subgroups to 1) state specific, definite 
listening, speaking, writing, and reading behavior appropriate to the abilities 
and needs of pupils in their classes; 2) analyze the learning process by which 
each of these objectives could be acquired; and 3) describe teaching proce- 
dures that would help pupils to acquire the needed competencies. 

Take for example the listening objective "to recognize the tw sound in 
words". The committee analyzed the process into these steps: 

1. recognize the tw sound in a key word, 

2. identify the /u' sound in other words, 

3. distinguish the ttv sound from other initial sounds in words, and 

'1. apply this knowledge to the pronunciation of new words in sentences. 
The teaching procedure stems directly from this analysis of the behavioral 
objectives. 

Other behavioral objectives on a more advanced reading level are analyzed 
and taught with similar concern for the child's learning process. Take, for 
example, the objective: "ability to locate and interpret clues of character in 
literature." An analysis of the task would include the following: 

1. knowing cornmon dues to character and motive, such as appearance, 
voic?, speech, actions, and responses of others to him; 

2. having the ability -to locate and interpret these dues; and . 

3. having the vocabulary to express the characteristics. 

The teaching procedure may begin with the concrete portrayal of a charac- 
ter in a film or on television. Then the teacher and pupils together read' a 
story-, locate verbal dues — at first simple and obvious ones — and discuss 
their interpretation. They write in columns all the words that the author uses 
in speaking of each of the characters. They dramatize some of these. words 
to make them more vivid and rhemorable. By repeatedly going through this 
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process with increasingly difficult materials, the pupils gain proficiency which 
they can apply in their independent reading. 

Individuals need different proportions of programed instruction and steps 
of different sizes. Able learners can be exposed to the full complexity of 
language; they can discover relationships and create their own structure of the 
selection as a whole. Less able learners need to begin at a more concrete level 
and proceed step by step. All need to take initiative and rcsponsibilit)' for their 
own learning and 'not feel that the tasks have been imposed upon them from 
the outside. 

The teaching of reading is not a subject for debate but for research and 
thoughtful discussion. We are not concerned with whether one method is 
better than another but with how association of the spoken language with its 
written symbols is correlated with meaning from the beginning of the learning- 
teaching process. We should take a global, not a separatist, approach; wc 
should recognise tlie contribution of sociology, linguistics, teachers* experien- 
ces, and children's introspective-retrospective verbalization, as well zs the con- 
tribution of psychology to the improvement of reading. Then we shall have 
a surer basis for I) stating definitely what children should learn; 2) analyzing 
their learning tasks, and 3) discovering ways to assist children in their own 
learning. Our analyses should be continually modified and extended by the 
children's responses to our teaching and their analyses of their successful 
learning. 

When a teacher asked one little boy about his reading, he said, "If I could 
read better, I'd 'preciate myself more". By bridging the existing gap between 
psychological theory and practice we may prevent much failure and dis- 
couragement on the part of children. 
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Beginning Reading in England 

In England, the related questions of when and how to begin teaching 
children to read have been controversial issues for a long time. But, never be- 
fore have they been debated so widely and with such vigour as in the period 
since the First World Congress on Reading because, during this period, the 
reports of several major inquiries with implications for beginning reading 
were published and, understandably, received and continue to receive a great 
amount of publicity. The purpose of this paper is hot only to outline the sit- 
uation but to critically appraise it. 

The official view 

Six months after the Paris congress, the Central Advisory Council for Edu- 
cation reported its findings on the whole subject of primary education in Eng- 
land (i). These findings are based on the analysis of a vast amount of data 
collected, at the request of the government, from numerous authoritative 
sources of research and opinion and in various ways, including obsen'ations 
in schools. Accordingly, what the Plowden Report has to say about beginning 
reading in English state schools may be regarded as the "official view'* and, 
as such, is a very influential one meriting prime consideration in any discus- 
sion of this topic. 

A LatigSiage Arts Approach. The Plowden Report advocates a language arts 
approach to reading, one in which reading is not considered in isolation frOm 
listening, speaking, and writing. Hence, it approves the practice in many in- 
fant schools (for children age five to seven inclusive) of introducing pupils 
to the techniques of reading and writing^ simultaneously, but only ajter they 
have achieved a reasonable command of the spoken language. 

The Concept of Readiftess. Clearly, the Plowden Report supports the con- 
cept of "readiness" which, especially when defined in terms of mental age, has 
been strongly challenged in England during the past five years. However, 
although the report states that reading and writing skills "can best be taught 
I when the need for them is evident to children", it corrects the mistaken view 
\that all teachers have to do is wait until their pupils virtually ask for instruc- 
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tion. Teachers arc reminded that they must provide a rich classroom environ- 
ment for the development of lant;uaL;e skills and c/> lead Jiildreii lo 
acquire these skills. 

As to the assessment of reading readiness, no sui;i:estion is ^t;iven tiut tests 
should be administered. This thinking is not surprising since the official view 
on the use of tests, in general, is that "the business of the school is not to test 
but to teach". This belief is also in accord ^vi^h the opinion of most infant 
teachers that formal tests of any kind are out of place in their classrooms. 

Methods. With regard lo the instruction which follows an itijorm.d intro- 
duction to reading, the Plowden Report advises teachers to try all the methods 
available lo them and not lo depend on any one method. The report also, 
suggests that the criteria for the selection of methods should be the age, in- 
terest, and ability of individual pupils. 

No mention is made of the fact that the nature of the English language, 
particularly the irregularities of the graplicme-phonemc relation, must ilso be 
taken into account when teaching children to read. This omission may be due 
lo the official view that education should be "child-centred" rather than 
"subject-orientated". Nevertheless, the report implies support for the majori- 
ty of teachers who favour methods which emphasise getting meaning from 
print from the beginning as opposed to those which stress learning the prin- 
ted code for the spoken language. 

Basal Schemes. Most infant teachers use basal reading schemes. The Plow- 
den Report stresses that these should never determine the practiced adopted 
for all children. There should be a range of published schemes with different 
characteristics in each classroom so that the teacher can choose carefully to suit 
individual needs. 

About the primers and supplementary material available for beginning 
readers, the Plowden Report is very critical. "Too often the diffioilt problem 
of combining interest with a controlled vocabulary is not solved. The middlQ- 
dass world represented by the tex: and illustrations is often ahen to the child- 
ren, the diaraciers shadowy, the content babyish, the text pedestrian and lack- 
ing in rhytfim; and there is rarely the action or the humour which can carry 
children to the end of the books." Accordingly, research is recommended into 
the types of primer which are most effective with children from different 
backgrounds and with varying levels of ability. 

Programmed Texts and Machines. Programmed texts and machines for be- 
ginning readers are recent innovations in England and, as yet,* are used main- 
ly by children taking part in experiments. However, even if research proves 
their effectiveness, and their relatively high cost is reduced to compete with 
baaal schemes, it is unlikely that these tests will achieve widespread popularity 
atl' least for some time. The reason is that to many infant teachers, programmed 
iMrning presented in books or by machines seems to nan counter to the current 
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'trend toward basini; children's learning on interest and discover)*. Moreover, 
the l^iowdcn Report, while pointing out the advdiUage ot ihese innovalious 
in that they can be used individually, suL:i;ests that, pending research evidence, 
tfiesc tests probably are more appropriate for developing the reading ability of 
older backward pupils. 

The InitiM Teaching Alplw'.ei. No experiments in almost a century of com- 
pulsory education in England have attracted more public attention and caused 
greater controversy tlian those which begaxi eight years ago with the initial 
teaching alphabet. It was hoped, therefore, that the Plowden Report would 
offer guidance on the use of i. t. a., which is designed to m^ike the initial 
stages of learning to read easier by regularising and simplifying the written 
code for English phonemes. Why then does it not do so? The reason given 
is that it would be inopportune to make an assessment since the 5khools 
Council has undertaken an investigation of Jl the evidence available on i. t .a. 
and the results are not yet available. 

There is wisdom in this cautious attitude, but a sentence which follows the 
brief statement on i. t. a. suggests that proof of the medium's value in promo- 
ting a quicker start with reading would not necessarily meet with official 
approval. The sentence reads: "It is important to stress that even if methods 
are found which moke possible an early beginning in reading, it does not 
follow that children's time is best spent on reading" 

Opposition 

Two reports, in a sense, represent "opposition" to the official view of be- 
ginning reading. 

The it. a. Synposium. Soon after the Plowden Report appeared, the first 
definitive report on London University's five-year experiment with the initial 
teaching alphabet was published (2). This report is appropriately called The 
/. t.j. Sytftposi.um, since it includes critical evaluations of the results by eleven 
impartial educational experts from Britain, the United States, and the Com- 
monwealth. 

Downing, who directed the experiment, states that the following genera- 
lized conclusions seem to be supported reasonably well by the results. 

1. As an example of a transitional writing system for beginning reading 
and writing in English i t. a. generally produces superior results in t. o. 
(traditional orthography) reading and in t. o. spelling by the end of the 
third year in school. (At this stage of schooling children have usually 
reached their eighth birthday.) 

2. The success of i. t. a. in improving t. o. literacy skills occurs in spite of 
an important setback in the growth of these basic skills at the stage of 
transition from i. t. a. to t. o. 
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3. The traditional orthography of English is a serious cauic of difficulty in 
the early staqes of learnins; to read and N^rite. 

. In a summary of the evaluations, Wall points out that the majority of con- 
tiibutors agree that defects in the design of the investigation are not so se- 
rious as to invalidate the results completely. He also suggests that these de- 
fects may have "reduced the clearcutness of the conclusions and limited raiher 
than undermined tJieir validity". Thus, on the whole, the verdict on i. t. a. 
from this experiment appears to be favourable, and the medium is now used 
in an estimated 12 percent of English schools. 

Colour Story Reading. Last year, too, a research report was published (3) 
which suggests that a better system than i. t. a. has been developed for over- 
coming the special problems of English orthography in beginning reading be- 
cause it achieves at least etjually satisfactory results without changing the 
alphabet. This system is called Colour Story RejJing to draw attention to the 
fact that it uses phonetic colour and is p re f iced by nineteen stories which, 
when read or related to children, provide them with concrete images for the 
sounds. Major experimentation with this system began in 1959 under the 
auspices of London University and government sponsorship. 

Are changes necessary? 

Naturally, debate about the reports on Colour Story ReMiing and i. t. a. has 
reminded teachers that in 1962 England produced another simplified and re- 
gularized system, namely, irjn/j in Cvlour {4). This system has also revived 
interest in the earlier "phonic-word method" which exploits the regularity 
that exists in English through phonicallygraded ^ material (3). However, a re- 
search report entitled Read nig in Infant Classes (6), also published in 1967, 
indicates that the majority of teachers are so strongly compiitted to the princip- 
les and practices outlined in the PlowJen Report that extensive, radical 
changes are not likely in the near future. 

Today's burning question, therefore, is, "Are such changes necessary?" In 
other words, "Should all infant teachers, instead of the present minority^ use 
methods, materials, and media which, from the beginning, stress learning a 
printed code for the spoken language?" The investigations mentioned sug- 
gest an affirmative answer if the prime objective of infant schooling is to 
give children an early start with reading. The same answer is also supported 
by Jeanne Chall's critical revie\y of research from the laboratory, classroom, and 
clinic, . recently published in her book, Leartiing to Read: The Great 
Debate (7). 

But, should an early start with reading be the prime objective of infant 
schooling? For different reasons, th*? Plowden Report implies "No" while the 
report to be discu5sed next implies "Yes". 
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Prognosis for L^te Beginners. In December 1966, the National Foundation 
for Educational Research published SUfiJurJs .:nJ Progress in Reading, the 
ti'idl [eporL uu a ica-ycar pro^toiiuue of cxleiibivc and iauiuivc stuJici in the 
reading field (S). This publication indicates a very poor prognosis for child- 
ren who have not mastered the basic mechanics of reading by the age of eight, 
after three years of schooling. At best,* the chances of their eventually achicv* 
ing average or normal competence are about one in eight, and at least half will 
remain retarded readers to the end of their school days. 

Thus, the foundation's report underlines the importance of the early 
acquisition of reading ability. It also reveals the reasons why the future, dismal , 
prospects of about ten percent of the child population appears to be deter- 
mined at the age of eight. These reasons may be surhmarised as follows: Lu? ? 
beginners in reading with the greatest number of personaJ handicaps not onr 
ly come from the least propitious homes but also have the most unsatisfactory 
schooling in terms of the reading materials, classroom conditions, and teachers 
provided for them. 

Educational provision for children who have experienced failure in learning 
to read can and must be improved in ways suggested by the findings of this 
research. Even then, since "prevention is better than cure**, chinges in majo- 
rity practice to give children an early start with reading would seem to be 
necessary. 

Proposed changes 

However, since the Plowden Report implies that changes are not necessary, 
it is important to point out that nlie report makes recommendations for 
changes in other aspects of children's schooling which would particularly help 
slow starters in reading. For example, it recommends that schools in the poor- 
er neighbourhoods, where the majority of these children are to 'be found, 
should be given a more generous allowance for reading materials, improve- 
ments to school buildings, and the like. The report also recognises that these 
schools need. a greater share of the nation's teaching talent and so, in. the hope 
of attracting teachers of high calibre to work in them, proposes extra remune- 
ration for those who do so. ^ 

Besides advocating a national policy of positive discrimination in favour of 
schools for the underprivileged, the Plowden Report recommends a reorgani- 
sation of all primary schools into "first" and "middle" schools, catering for 
pupils aged five to nine and nine to thirteen, respectively. Beginning readers 
would therefore have an extra year of "infant" education in which to reach 
the stage of being able to make progress on .their own. Under the present 
system, recent research shows that about half the seven-year-olds transferred 
from infant to junior classes have not progressed beyond primer three ol a 
basal reading scheme (9). 
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The extension of part-time nurser)* education for the under-fives is another 
important recommendation. This extension would give thousands of children 
who fall into the catcgor>- of the "culturally-deprived" opportunities to devel- 
op a command of tlic spoken laii^uage bctore entering "tirsf schools where- 
reading and writing are introduced. These chiidi'en would also benefit espe- 
cially from other proposed changes, such as, a reduction in the average size of 
primary classes from forty to thirty. 

Unfortunately, the Plowden path to progress is paved with excellent recom- 
mendations which, with few exceptions, would cost many more millions of 
pounds to translate into actuality than the government can afford to allocate 
from the national budget in the present economic situation. Therefore only 
the first few steps along this path have been taken so far. 

In the circumstances, it is fortunate that there is one road to progress which 
would not cost any extra money4o follow. This road is to give top priority to 
the teaching of reading when preservice and inservice courses for teachers are 
planned. Only when all teachers in infant or "first" schools have the necessary 
"specialist" knowledge and expertise to carry out their most important task 
can one rest assured that all children have a better-than-even chance of a good 
send-off on the road to becoming effective readers. When this day dawns, 
the great debate in England about the "when" and "how" of teaching begin- 
ners to read will have lost some of its fire and may even be resolved. 
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Countdown to Reading 

The p.MiALLEL BET>XEEN PREPARATION for reading and preparation for launch- 
ing a space capsule is not as fanciful as it may seem. Both require highly 
skilled, dedicated, and intelligent personnel; both involve, vitally important 
timing; and both require a knowledge of causes of error arid how to remedy 
them. 

This report concerns the reading readiness program being carried out in 
Western Australia, whose centralized system of education is often criticised by 
overseas educators until they realize that, with the vast distances and scattered 
population, this system happens to be, for the present, the only way to- ensure 
that all children in the states have an equal educational opportunity. 

Children are admitted to school in the year in which they turn six and, m 
general, are admitted in Fcbmar>*. This population poses' many problems for 
the first grade teacher because of its chronological age range of one year and 
much wider range mentally. In some cases where large numbers of children 
are admitted, children are grouped in three groups according to age. The main 
point to note, however, is that in Western Australia one has always taught 
the five-year-old to read even while teachers elsewhere were emphasizing 
that a mental age of about six years and six months, even seven years, was opti- 
mum for initial success in reading. This emphasis on mental age led to the 
belief that "time was in charge of readiness"; consequendy, teachers frequent- 
ly delayed teaching reading until the moment of readiness had passed. 

It appears that children who are ready for an early start in reading do not 
seem to suffer from an adverse effect when taught; on. the contrary, they 
appear to profit from activities which stimulate their interests in reading. 
Durrell has suggested that the widespread misinformation about "wait until 
the child is ready" probably is the greatest single cause of reading disability. 

Goals 

Before considering a program of preparation, it might be well to consider 
the goals. Intelligent planning is required to reach the designed target econo- 
mically and efficiently; and in considering any reading program, one must 
pause to ask why one teaches reading. 

29 
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The day is past when one can be satisfied with teaching the basic skills. With 
cvcr-incrcasing speed it is becoming more and more vital to the individual to 
be able to read and to read well. Two interrelated types of aims were given 
educators by Gray, aims concerned with values to be secured through reading 
.inJ aims conccrncJ with the Jc\cIopmcnt of reaJing attitudes arul s':il!s 
needed to attain these values. 

The early period is so vital in establishing values and skills in those child- 
ren who, for various reasons, find it difficult to learn that one cannot help but 
be concerned when one realizes the tremendous, power for effective or non- 
effective teaching which rests with the first grade teacher. The need for highly 
skilled teachers is essential, and research has found that teacher competence, 
among other things, is highly related to reading achievement. It is the teacher 
who is responsible for the effectiveness of the program, who makes effective 
or indifferent use of the materials, who can surpass the progress and needs of 
her pupils — in short, it is the teacher who can inspire them to want to read 
and who should be able to conduct them through the stages to the final 
"countdown". This type of teacher presupposes teacher training and practi- 
cal experience and constant refreshment through insenice education. 

Other factors which play a part in this stage of reading are a desire to 
read, visual and auditory discrimination,. • a background of experience, 
language, social and emotional experience, freedom from physical defects, a 
sense of accomplishment, interesting materials which provide for a systema- 
tic sequential development of reading skills, and consideration of size of 
the class and the classroom organization. 

While the list of factors has not been exhausted and while there are differ- 
ences of opinion on the value of various aspects, there seems to be unanimity 
on the importance of having adequate preparation before a child is placed on 
the "launching pad" of beginning reading. Possibly the most important 
factor is that which recognizes the combined need for developing the whole 
child and the responsibility of the teacher to provide suitable activities and 
stimulating but careful guidance. 

With these factors iV mind, the writer will trace the program entitled 
Readiness for Formal VfOrk being carried out in Western Australia and, by 
means of this practical approach, deal with the factors involved. It rhust be 
emphasized at the outset that the writer is not speaking for all of Australia, 
for each Australian state has its own system of education; but time did not 
permit the writer's visiting all the states or writing to them and collating the 
information. 

The material set down in the booklet provided for the guidance of teachers 
represents an attempt to develop a readiness program for first grade. This 
booklet is suggestive rather than prescriptive. At no time is it intended that 
* teachers should follow the booklet rigidly. The program, which covers a per- 
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iod of t^^•eIve weeks and for purposes of organization is divided into six 
units, provides for the progressive development of the various skills and ex- 
periences. Teachers are urged to introduce through the various suggested prac- 
tices the main characters and essential nouns of the introductor>' book of ihc 
basic series. In a research school where i. t. a. has been used w ith success for 
some years, llie suggesiions made can be aJapied lo ilie situation. 

Regular revision and checking are recommended, and teachers are urged 
to enrich suggested activities. I* is hoped that by giving such guidance to 
young teachers and to teachers who return after many years away from the 
profession, children can be helped to reach the point of maturity at which 
••formal*' school work will be both pleasurable and successful. For children 
who can read or who have reached the level of maturity necessary to read, the 
program need only be used as a framework for the teacher to provide a great 
variety of experiences. 

This stage is ver)- impoitant in Western Australia because of the age of ad- 
mission and the fact that approximately less than t\venty percent of four- and 
five-year-olds receive any kindergarten experience. 

Aims of Program 

The general aims include the social adjustment of the child and his pre- 
paration for learning formal subjects through auditory and visual discrimina- 
tion, language, manipulatory skills, social studies, music, physical education, 
and mathematics. The medium used is a nursery rhyme and its associated activ- 
ities. Nursery rhymes are known to most children and provide a happy core 
of activities. These rhymes can be recited, sung, danced to; the people and ob- 
jects mentioned lend themselves to illustration, modeling, drawing, counting, 
and manipulation; and the reading materials, to exercises in word and phrase 
recognition. Even on the first day at r hool a child's eagerness "to read" is 
satisfied because wMth help he can "read a rhyme. 

Oiildren are introduced to listening exercises, including instruction, listen- 
ing to stories, letter stories, musical instruments, initial sounds, rhyming 
words, building of alphabet books — all as a preparation for the teaching of 
phonics. Although these rhymes and their associated activities have now been 
combined in a booklet, other books are also suggested to ensure that the work 
does not become t( prescribed. A wide range of reading materials, such as 
large picture bool pictures with simple captions, story books, trachers' 
books, and experience booklets, are recommended so that children can gain a 
feeling of context or sequence — all to encourage a rich language experience 
whkh necessarily precedes reading. In this age children of five and six are 
exposed to so much experience, not dreamed of in a former day, that they 
have a richer background. Therefore, these booklets are essential. One of their 
values — and there are many others — is that every child who comes to 
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school brings his own unique experiences which affect his abilit)- to learn to 
read, and |;radually he learns What print is for. These booklets provide, also, a 
guide '0 the tcaclu;r's understanding of the experiences and influences to 
which her children have been subjected, as shown, for example, by the sen- 
tence of a five-year-old, "We went down to the Fremantle wharf to see the 
Star Billabong being loaded with pig iron by big magnets". The language- 
experience approach is invaluable when one is teaching native and migrant 
children. 

Tne specific aims are concerned with the growth of knowledge and the de- 
velopment of attitudes and interests, habits and skills; and as many of these 
aims are obtained only by observation, Heachers are urged to obsene the child- 
ren and to record progress, as such information is invaluable in evaluating the 
success of the course. 

Children are helped to become independent, to develop a sense of respon- 
sibilit)-, to speak clearly, to recognize their own names and belongings, to 
respond to direction; to work and play within a group, to use classroom equip- 
ment, to match and recognize words and phrases, and to discriminate between 
words such as "high", "low", "quick'', "slow*, and the initial and final sound 
in any given word. 

Great importance is attached to the teachers role. Actually, this role cannot 
be overestimated in giving the child security and ensuring that the classroom 
is bright and attractive rather than a passive, static environment which does 
little to stimulate a child to reach out for experiences which help him to 
expand and grow. Too many teachers underestimate the drive to learn within 
children. Much help with equipment and its uses is given to teachers. Much 
of the equipment is simple and easily acquired and, therefore, manageable in 
all schools. Generally, it is accepted that this preparatory work helps to elimi- 
nate much of the confusion that used to exist. 

We have found that "setting OMll^ the skills in a horizontal position in the 
booklet ensures that all receive due emphasis. Visual discrimination, and 
frequently auditory discrimination, has always had appeal. Yet, although both 
are so necessary to phonics teaching, they have been neglected or treated 
cursorily. One of the criteria for a successful program is the evaluation of the 
child's progress. One measure used is a short group test for readiness given 
by the teacher, with parts of it being given individually. The results of read- 
iness tests cannot be used alone to group children for reading instruction. Per- 
formance on certain aspects of the tests which seem to be related to reading 
growth, such as letter and word matching, appear to make the greatest contri- 
bution to predicting reading success. 



Concluding Statement 

This description shows one attempt to ensure that children are bein^Sielped 
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to read better. It is not the only way but it docs try to cater to individual differ- 
ences. A. Sterl Artley has said "There would be logic in the extension of the 
readiness concept downward for some in the same way that we extend it up- 
wards for others". Helen Murphy has suggested "Readiness is not something 
we wait for, but rather something we must bring about through careful in- 
struction *, and Durre!' has indicated that "Reading readiness is not a myste- 
riotis glow that descends upon a child; it is a series of specific perceptual 
abilities which can be given by direct teaching". 

There are, however, several pressing needs before all children can reach the 
target of being able to read. One is the need to make provision for children 
who, because of an arbitrary age of admission to school, arc being deprived 
of the opportunity to learn and yet may be ready to begin reading. Another 
is the need for teachers to be more adequately prepared to teach children to 
read, particularly those teachers responsible for this very important and 
challenging stage of beginning reading. This is a matter for concern, so much 
so tl It the writer urges you to join Mary Austin's "Torch Lighters" and not 
rest until more time is devoted to the professional education of teachers of 
reading. Other needs are for a greater understanding of child development 
and its relation to the reading program, greater creativity on the part of teach- 
ers, and a greater application of research. When these prerequisites have been 
met, most children will be launched happily and successfully into reading — 
a human right. 



Ruth Trevor 
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An Eclectic Approach to 
Beginning Reading . 

It is. GENERALLY ACCEPTED that research raises more questions than it answers. 
Nevertheless, one is inclined to expect too much from research and too little 
from the proper exercise of the wit of inan. The findings of research into the 
learning and teaching of reading must be interpreted and applied in conjunc- 
'lion with what is already known about children's development, theories of 
leaching and learning, the nature of reading and language, and individual dif- 
ferences among both those who learn and those who teach. 

Readers will be familiar with the conclusions that have been drawn from 
the studies of a number of approaches to beginning reading instruction carried 
out in the United States during the past three years. Those conclusions that 
;ecp of particular importance at 'this, time include the following: 

1. that significant numbers of children learned to read by eath of the 
approaches studied; 

2. that no particular approach stood out as beirig superior to others; 

3. that no approach resulted in all children successfully learning; 

'i. that no approach succeeded in providing for all reading requirements; 

and , ' ' 

5. that of greater importance than the particular approach was the .quality 

of the teaching. 

Training Teachers 

Obviously, therefore, one must concentrate resources on training teachers of 
reading and on providing continuous inservice support and advice. Also, in- 
stead of cxplending attention, energy, and finance on a search for the best me- 
ihoii, one should select and use the best of what, is available. 

One of the marks of a professional person is that he regards his clients as 
individuals and seeks to understand and prescribe for the needs of each. This 
attitude is conceivably much easier for the architect, the lawyer, and the doc- 
tor to maintain than it is for the teacher. Nevertheless, one must consider the 
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ways of providing for the educational needs of each child. Educators have 
known about individual differences a long time and ,the earlier attempts to 
meet these differences through the familiar Dalton and-Winnetka Plans. But' 
more recent insight into the intellectual and emotional development of child- 
ren and of the ways^ in which they learn, emphasises the need to do much 
more than rearrange the subject matter. Ways of relating reading materials, 
child development theories, and grouping devices so* that teachers may indi- 
vidualise their teaching are needed. This approach seems a more practical so- 
lution to the problem of catering to individual differences rather than attemp- 
ting complete individualisation of the reading programme. 

As differences exist^mpng-childrcnv so , do differences exist among teach- 
ers. Some teachers are knowledgeable and well able to choose methods and 
materials and make arrangements to ensure that children will~emhark- success- 
fully upon the reading task. These teachers are aware of the reactions of each 
child to the teaching programme and are able to judge the time professional 
help and advice ^hould be sought. Other teachers, needing much more guid- . 
ance and support, are less knowledgeable, less sensitive to children's reactions, 
and less able to understand and provide for the needs of the children. Those 
responsible for the training and supervision of teachers must be just as sensi- 
tive to individual differences among teachers and just as well able to provide 
for these differences as teachers are expected to be where the children are 
concerned. . . 

Teaching Methods . 

Chall's book Learning to Read: The Great Debate is heralded as "the most 
important book on American education for the past ten years". Although parts 
of the book are absorbing, particularly the section on basal readers and the 
chapter describing the 'author's obsemtion of the teaching of reading in 
British and American classrooms, the writer disagrees with Chall's conclusions 
and recommendations. Her interpretation of research as ijupporting a code- 
based emphasis in beginning reading ' instruction will, alas, strengthen the 
hands of those with plans to produce yet more methods and materials to aid 
word mastery. * - ■ ~ 

Anyone learning to read can hardly avoid the code. But can .educators not 
take the view that a child new to reading should use what he has already 

discovered about language — the meaning of what he hears, his interest in 
sounds and words, 'his facility with talking, as well as his newly learned 
audiovisual skills to help him master the code? And is not the purpose of 
breaking the code to get the message? 

Since the early 1950*s, most of the innovations in reading instruction have 

had to do with tlie business of word mastery and are largely attempts in one 

form or another to make the cpde consistent and regular through the use of 
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colour, additional symbols, new letter-forms, or markings of some kind. Some- 
times the words arc arranged and introduced according to particular linguis- 
tic patterns as in the "can. Nan, fan, Dan" materials. 

These attempts to .simplify language and learning, based primarily on asso- 
ciation theories of learning, may well make more difficult the task of under- 
standing the relationship bet^veen written and spoken language and deriving 
meaning fromueading. Children learning from such materials may be robbed 
of opportunities to generalise and to discover for themselves the soundsymbol 
associations. 

It would seem reasonable, therefore, that any approach to beginning read- 
ing should take account of such current learning theories as those of Piaget 
and the developmental psychologists and should be concerned both with 
making sense and getting the intended meaning ami, inescapably, with learn- 
ing letter-sound relationships. The importance of reading, it has been stated, 
lies not in the fact that reading is the manifestation of mechanical skills but 
rather that it affords an efficient medium for thinking and learning. 

When reading is seen as a process closely akin to thinking, as an aspect of 
language, and except for the printed symbol similar to listening, it seems sen^ 
sible both to introduce children to reading and to continue the teaching and 
learning of reading through methods an<l materials which challenge and deve- 
lop interests and intellectual powers, make use of and add to experiences, and 
depend upon and increase understandir.g and use of spoken language. 

> 

Tlie Eclectic Approach 

After some years of experience in working with children who have failed 
in reading and, later, with classroom teachers of reading at all levels in both 
elementary and secondary schools, as well as from obser\'atio'ns of the teaching 
' of reading in overseas countries and from the study of the professional litera- 
ture, the writer has come to the conclusion that there is no single approach, 
set of materials, or arrangement of children that will meet all or even most 
of these requirements. So it would seem the present task is one of selecting 
elements from various .approaches and synthesising these into a reading pro- 
gramme. Such an eclectic approach to the teaching of reading at all levels 
makes possible a variation in methods and materials as well as in timing, pac- 
ing, and organisation and caters to the difference.*; in readiness for reading, 
in learning rate, in language development, in interests, and in attitudes 
among children. It enables one, therefore, to select approaches, techniques, 
and materials that work well; that accord with the principles of child deve- 
lopment, the rei^ding process, and the structure of the language; and that meet 
the needs of the children. 

What thpn are the components of such an eclectic approach to the teaching 
and learning of reading? By beginning with the children's language, and their 



42 



TREVOR 



37 



experiences, by stimulating talking and discussion, and by writing what child- 
ren say about tlie things they do and are interested in, the teacher introduces 
them to printed symbols. Soon they understand what readingJs and what sig- 
nificance it has for them. There are elements here from the language-expe- 
rience approach. By frequent rereading of these written records they learn to 
recognise printed words, both those with particular significance for them and 
those that are less interesting, the high-frequency service words. Some of the 
children arc soon ready to read books, at first picture-and-caption books and 
then simple storybooks and the best of the basal readers. Provision is thus 
made for different stages of readiness and rates of learning, for varying in- 
terests, and for the teaching and practice of the skills that are needed to un- 
derstand what is read, to identify new words, and to consolidate old ones; 
children are helped to discover letter-sound associations and to use these, es- 
pecially as beginning sounds, together with the meaning to work out the 
words that arc new in printed form only and for which they already have 
meanings. Reading is introduced as an aspect of language and is closely rela-. 
ted to the experiences and the interests of the children. The pace is suited to 
the children's abilities and needs, and use is made of a varity of materials 
and teaching techniques. From the outset there is thinking while reading, per- 
sonal involvement in the stories and other content, a mixture of conversation 
and reading, and systematic introduction and development of skills. With 
such a well-structured programme neither teachers nor children need depend 
entirely upon a basal reader but may draw from other sources for what is 
needed for a variety of reasons at different times. Children are involved in 
early writing that has a personal flavour; many opportunities are presented 
for developing good listening and good talking. A language arts approach is 
used which represents an attempt to make learning to read an exciting ad- 
venture for children. What description of this method- could be better than 
Carl Aage Larsen's? When talking about beginning reading in Denmark, he 
said, "In the first steps towards literacy it is important to foster the attitude 
in the child that reading is basically a sublime form of guessing as it is even 
at the advanced, level ... a meaningful text is indispensable and cannot be 
replaced by nonsense syllables or inane sentences ..." 

How is one to decide the relative merits of the various methods, materials, 
and grouping devices that are available? Above all, this process of selection 
must not be hurried. It must involve children who will be using them and 
teachers whose knowledge of the teaching of reading, of the professional li- 
terature, and of the findings of research may be wider than is possible for 
most classroom practitioners. One must not be taken in by the somewhat 
extravagant claims sometimes made by the authors and promoters of these 
things but must examine both the claims and the goods to sec how far they 
agree. And answers must be found to such questions as these: 1) Does any- 
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thing have to be unlearned? 2) What evidence do the promoters offer to 
support their claims? 3) What is the validity of such evidence? 4) What is 
the history of this particular approach or set of materials? Gates has sugges- 
ted that most of them have long lines of ancestry, 

A mcchod or a set of materials or, indeed, a grouping device should neither 
be accepted because it is new nor rejected because it is old. Most of the time 
both tlie old and the new have some value, for some teachers and some 
children. 
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Basic Elements of Reading 
Comprehension 

The enormity of the presumption .of attempting to condense into such 
a short paper the research and knowledge concerning some of the elements 
of reading comprehension is overwhelming. Although I have attempted to do 
whut a French critic described as "the art of not saying everything", I can 
only hope that I shall not distort through distillation either fad or theory. 

It is a paradox, however, that, as noted in the recent National Society for 
the Study of Education yearbook (26), though there is a plethora of research 
into beginning reading and particularly word recognition, there is still a pau- 
city of research into the area of- reading comprehension. One of the reasons for 
this lack lies in the nature of the complexity of this activity, for its perfor- 
mance is usually less overt and leaves much to be examined indirectly by in- 
ference. Moreover, until comparatively recently there has been tlie frequent 
assumption that if words are decoded, meaning will he automaticaJljrUnder- 
stood. Furthermore, this area of study is plagued by Jlhxv problems attendant 
on research in the frontier of any field (14). 

It is proposed to examine briefly three elements basic to the understanding 
of reading comprehension: the nature of comprehension and the factors in- 
volved, the measurement of reading comprehension, and the bedrock of com- 
prehension-word knowledge. 

The Nature of G)mprehe£ision and the Faaors Involved 

Currently there has been a recurrence of debate concerning the nature and 
definition of the act of reading. From the days of Thorndike (40) it has ge- 
nerally been accepted on the North American continent that reading is a type 
of thinking which is triggered by printed symbols which represent words. 
The nature of the thinking aroused by reading is still a major point of debate. 
Yet thinking in reading is a specific, cbntrolled activity, the control being 
dependent upon the thoughts engendered qy the material read. - 

Many experts have given summaries of 'Uae- cognitive processes believed to 
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be involved in the reading process. One of the best known is tliat by 
Gates (9) : 

. . .However, to say that reading is a thought getting process is to give 
it too restricted a description. It should be developed as a complex organi- 
zation of patterns of higher mental processes. It can and should embrace 
all types of thinking, evaluating, imagining, reasoning, and problem solving. 
Indeed it is believed that reading is one of the best media Jor cultivating 
many techniques of thinking and evaluating. _ '"^ 

Some researchers, following the early view of Thorndike (3), tend to con- 
centrate on reading as a type of problem solving. They suggest that the reader 
defines the problems when he assesses the author's purpose for writing, de- 
termines his own purpose in reading, and proceeds^ through the traditiooal- 
problem-solving steps. Other writers have been reading interrns-ePa conflu- 
ence of convergent and divergent thinking (JJ^^rTfieconvergent occurs 
because the reader must lay his mincL^opcrTTo^^ precise meaning that the 
author is presenting, bjii^he-reaHeTs thinking may become divergent when 
he reactsjQ..-iw^-''THen assimilates the ideas from the material. 
^ "-TlTerehave also been attempts to transpose general classifications of think- 
ing directly to reading. Thus it has been suggested that associative thinking, 
convergent thinking, divergent thinking, problem solving, and creative think- 
ing all take place at some time in the reading act (27, 37). 

Yet another way of examining reading is to look at it in terms of a systems 
approach and to see reading as featuring both an open and closed system 
(7.5). This <ittitude requires extrapolation, interpolation, and reinterpretation 
in the light of the reader's reaction. 

Considerable stress , has been placed by others on the cognitive problems 
involved in both inferring and deriving meaning through both interpretation 
and extrapolation. Barrett has presented a taxonomy of reading comprehen- 
sion which details eight types of inference (.5). This taxonomy also emphas- 
izes the problems of reasoning in reading and suggests that the reader must 
be aware of the logical and psychological problems involved in tlie ideas 
presented. 

Though most of the research has tended to stress the cognitive aspect of 
the process, some attention has been directed to the affective domain which 
must be part of appreciation. Studies which have revealed this matter have 
usually been concerned with tlie factors that are involved in reading litera- 
ture (JO, 54, 33, 41)/ 

The diversity and lack of consensus concerning underlying theory make a 
synthesis of the findings difficult. However, an attempt will be made to sum- 
marize these factors under four headings: general factors, language factors, 
factors inherent in 'the material, and factors within the reader. 
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The General Factors in Reading Comprehension. One of the earliest distinc- 
tions made as a result of research findings was that critical reading abilities 
were distinct from general .^leading abilities (4, 6). Factor analysis of com- 
prehension tests have an almost unanimous finding of a factor which is la- 
belled "abstract reasoning" (6). Fairly early, too, it was established that 
though there was a minimal general factor in reading comprehension, major 
differences arose with respect to reading in various content fields. This find- 
ing has more recently been reinforced by Davis' recent research (7). It is ob- 
vious that, as far as cognitive processes are concerned, each substantive field 
of knowledge will present different modes of thinking when presented in 
written form. 

One other factor appears to be that the cognitive nature of the writer's 
thought does not necessarily elicit van identical mode of thought response in 
the reader. However, this assumption has rarely been investigated in depth, 
although several pieces^of research, mostly still unpublished in' the form of 
doctoral dissertations, indicate it is probably so. A major factor in comprehen- 
sion errors committed by readers may be their failure to be able to identify 
or empathize with the thought of the writer. A further problem occurs, too, 
in that there may be cognitive limitations of the reader in terms either of his 
developmental maturity or of his unfamiliarity with the topic of the material 
{16, 21, 24, 38). , 

Language Factors in Comprehension. One of the major problems in assessing 
reading comprehension is to differentiate between the factors which are in- 
volved in language acquisition and those which are closely connected with 
the difficulties encountered in reading (Comprehension. As yet, research has 
revealed few of- the differences between the spoken Jiind written language. 
Linguists have frequently commented upon this variation, but only recently 
have some of them begun to indicate, in sufficient detail, the nature of the 
differences between spoken and written language. Abercrombie's comments 
(i) are particularly pertinent to some of the aspects of written language which 
may inhibit comprehension. There still remains a yet larger problem — that 
of the nature of verbal understanding as a whole. This area has received scant 
attention possibly, as Russell suggests (28), because the complexity of the 
field is so great that few have attempted to understand what is still intrinsi- 
cally a mystery of how thought is conveyed by words from one human being 
to another. 

The recent work of several psychologists in the area of language and cogni- 
tion may begin to yield much pertinent information for future researchers in 
reading. Several factor-analysis studies have isolated "word" factors concerned 
primarily with knowledge of vocabulary (3, IS) and, in addition, a "verbal" 
factor which appears to contribute to the ability to see interrelationships 
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among ideas represented by words in context but which does not involve 
much abstract reasoning. 

The Problems Inherent in the Material. The genre or type of presentation 
which the author chooses to use, in addition to the constraints of the cogni- 
tive discipline under which he is operating, may present many problems to 
readers who are unaware of the nature and impact of these controlling fac- 
tors {15). Not only the substantive content, however, but also the level and 
concentration of concept presentation may form a barrier {25). In addition, 
•the tone of the writer and his attitude towards both his subject and towards 
the reader, all apparently affect the level of comprehension {20, 59)- Again, 
though several studies have suggested this phenomenon, few have examined 
the question in sufficient detail. Consequently, only generalizations, so vague 
that they are almost impossible to translate into direct practice, can be made. 

Factors Within the Reader. Though studies licre are more numerous, they 
are not very extensive. The results suggest that not only intelligence but 
appropriate levels of cognitive development, including vocabulary and con- 
cept formation, are prerequisites to comprehension {12). Several years ago, 
Russell {29) suggested that "in all probability an inadequate vocabulary is 
the greatest single cause for failure to read with comprehension in either the 
general or technical field". Research since has substantiated this comment in 
detail, but further work has also shown an adequate knowledge of vocabulary 
depends on the depth and breadth of meaning as well as on the ability to 
understand the meaning of the word in use oi in context {50). 

^ Several recent studies have shown that comprehension is subject to the 
biases and attitudes of the reader and that such prejudices may be a product 
of the total environment, both within and without the schools which surround 
the child (8, 22). It has also been shown that botfi the interest and the pur- 
poses of the reader will affect the level of his comprehension (33). Yet, while 
single studies have revealed this factor, there is not sufficient weight of evi- 
dence, as yet, to indicate the nature of the problem of determining bias, atti- 
tudes, interest, purposes, or prejudices and how to influence this. There are 
still not sufficient cumulative research results upon which one can proceed 
with sufficient security. 

Some recent research with respect to the factors within the individual read- 
er has attempted to examine the impact of the psychological notion of cogni- 
tive style and to attempt to ^stss how this work will reflect the ability of 
the reader to read critically or independently {19, 42). 

One of the most productive ways of analyzing problems encountered by 
readers either within the material or themselves has been to analyze the errors 
that readers make. It has been in this area, perhaps more than in any other, 
that ingenious attempts have been made, including the retrospective and in- 
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trospective comments of the readers themselves, on the processes that they 
appeared to be using as they read {16, 24). 

Strang (36; 69) has summarized the jnsights which have been gained 
from this research, and which differentiate the able from less able reader. • 
However, the research into reading comprehension has been for the most part 
on the product rather than the processes involved. In the past decade more 
attention has been paid to processes. Yet whatever the focus of the research, 
the results cannot be independent of the measures used to assess comprehen- 
sion. 

The Measurement of Reading Comprehension 

One of the major techniques used in studying comprehension has been 
through the means of tests, and, consequently, much of the research in read- 
ing has been concerned with the construction and evaluation of reading tests. 

A frequent complaint voiced by current researchers is that most of the tra- 
ditional standardized tests do not measure the type of cognitive thinking pro- 
cess that is involved in such activities as critical reading (17). As a result 
most investigators devise their own measuring instruments. Though these have 
usually been very carefully constructed and have been checked for reliabili- 
ty, the nature of the validity of these tests is not always clear-cut. Since con- 
struct validity requites an accumulation of information and this is obviously 
lacking, the problems then become compounded. 

Most researchers develop their objectives or hypotheses and then construct 
tests which will measure these specifically. However, few researchers have 
attempted to use tests devised by someone else, for such tests, the researchers 
argue, are not appropriate to their particular research. The time has come 
when it is essential that some more general measures which have greater per- 
cogeht thrusts forward result rather than .spasmodic individual forays in iso- 
tinence to the cognitive processes in reading must be developed. A further 
problem arises in assessing the validity of the tests because of the problem 
of the nature of and type of transfer from general cognitive processes to those 
which may be involved in reading. 

An even more difficult problem with respect to measurement may arise 
from the nature or type of response by which one measures achievement. For 
the most part, the response mode is that of asking questions, but suc|;i a me- 
thod presumes that the respondent understands the question accurately. It has 
also been well documented that these interrogative techniques may, in fact, 
structure the respondent's thinking and thus his reaction to what he reads. 
There have been some attempts to use such things as the cloze procedure (23, 

3i) or to ask general questions which are open-ended and do not require a 

single correct answer. It would seem, however, that there is a great need for 
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ingenuity in devising not only more appropriate tests but more appropriate 
response modes for measuring all the varied facets of reading comprehension. 

Conclusion 

Brevity may be the "soul of wit", but it is not conducive to thorough treat- 
ment of this vast topic. Current knowledge of this important area is like a 
fifteenth century map of the world — a mixture of truth and error. In future 
research one must map the terrain and chart the seas carefully so that cohesive, 
cogent thrusts forward result rather than spasmodic individual forays in iso« 
lated areas. To paraphrase Tennyson, it seems to the writer that this re- 
search "... is an arch where through gleams that untravelled world whose 
margin fades for ever and for ever when I move". 
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Teaching Critical Thinking 
Through Reading 

A GROUP OF SEVEN-YEAR-OLDS read three different accounts of tiie story of 
Betsy Ross and the making of the first American flag. One book stated that 
George Washington showed the design to Betsy Ross and asked her to ma^e 
the new flag; a second book began with the statement that some historians 
believe Betsy Ross made the first Stars and Stripes but that no one is sure if 
she really did while a third book maintained that it took Betsy Ross just one 
day to make the first American flag/ After comparing these three books, one 
child remarked, "Well, they can t all be right; that's for sure". Asked which 
book they would recommend, the children agreed that the one that indicates 
that historians are not really certain who did make the first American flag 
would probably be -the most reliable source. . 

These children were engaged in the process of critical thinking. They were 
-comparing three accounts of a subject, noting differences and similarities,, 
drawing conclusions, and making a judgment concerning the validity of the 
presentatip^s. The stimulus for the critical thinking and^the data for making 
their decision came from conflicting statements that these children had read. 
By skillful questioning and by the use of appropriate materials, an intelligent 
teacher /had lead children to evaluate their reading and make a judgment 
about it. These three components are necessary to train students in the skills 
critical reading: namely, 1) children who know how to establish criteria for 
evaluating what they read, 2) materials that lend themselves to this kind of 
treatment, and 3) teachers who know and understand the strategies for teach- 
ing critical reading. 

The Process of Critical Thinking 

Not all thinking is critical in nature. In Guilford's classic (9) article oa 
'The Three Faces of the Intellect", he describes 120 independent kinds of 
' thinking of which critical thinking is included among the evaluative abilities. 
These evaluative abilities are described as the ability to make judgments con- 
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ccrning ihc accuracy, goodness, or workability of information. In the book. 
Titxojwmy of Edudttional Objectives, Bloom and his associates {4) attemp- 
ted to cl.issify all types of thinking under the six categories of knowledge, 
comprehension, apph'cation, analysis, synthesis, and evaluation. They saw these 
categories as sequential and cumulative, with the evaluation category at the top 
of the scale but including all the lower kinds of thought processes. Russell 
(/6) specifically defined critical thinking as a "three-factor ability which in- 
cludes an attitude factor of questioning and suspended judgment, a conative 
or functional factor which involves use of methods of logical inquiry and pro- 
blem solving, and a judgment factor of evaluating in terms of some norm or 
standard or concensus. 

li Definition of Critical Reading 

Critical reading has been described as critical thinking applied to the act of 
reading. Smith (7 7) placed critical reading at the highest level in a hierarchy 
of reading comprehension skills, including: 1) literal reading (understand- 
ing the denotation of words, ideas, or sentences in context); 2) interpretative 
reading (obtaining deeper meanings not directly stated in the text); and .3). 
critical reading (evaluating the quality, the value, the accuracy, and the truth- 
fulness of what is read). The most concise definition of critical reading has 
been given by Helen Robinson (7^^. She states that "Critical reading is the 
judgment of the veracity, validity, or worth of what is read, based on sound 
criteria or standards developed through previous experiences". The working 
definition that, developed from a three-year study of The. Critical Reading 
^.AhHity of Elementary School Children {24) at Ohio State University states • 
that 

Critical reading is an analytical^ evaluation type of reading in 
which the. reader analyzes and judges both the content of what is 
stated and the effectiveness of the manner in which the material is • 
presented. Reading critically involves searching for the purposes un- 
derlying the author's message and making ratrorial judgments about 
what is read based upon valid criteria. Critical reading skills can be 
applieil to argumentative, informational, or literary materials. .. 

Teaching Critical Reading 

Critical thinking skills do not merely develop with* maturity; they must 
he carefully nurtured, planned, and taught. Some persons associate critical, 
thinking vvith particular subjects — the inquiry method of science or social 
stud ie.s for example. Yet critical thinking is too important to total lives to 
.* he se)mchow relegated to one period or one subject a day. How foolish it 
would be to develop critical scientists who were noncritical readers! Educators 
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need to plan a curriculum in which children are given frequent opportunities 
for critical thinking. Since the majority of teachers spend one fourth to one 
sixth of their time teaching reading, it would seem most important to teach 
critical thinking skills through reading. Hopefully, too, the student will con- 
tinue the habit of critical reading throughout his adult life, whereas he may 
discontinue the study of science, mathematics, or social studies with the com- 
pletion of his school courises. 

In the past, a great 'deal of time has been spent in developing the mechani- 
cal skills of reading and very little time in developing thovightful, discrimi- 
nating, critical readers. Schools have produced generations of children who never 
go beyond the literal interpretation of "what the book says". Education has 
failed to teach the child that reading is much more than the sum of its facts. 
Getting the facts is not critical reading, but, determining whether one is read- 
ing facts, opinions, or assumptions is setting (he stage for critical teading. 
Sensing the relationship among the facts, determining which are relevant to 
his particular needs, comparing the facts to his background of experience and 
knowledge, and finally weighing these facts against others and arriving at a 
conclusion — these are all skills that go far beyond the literal reading of a 
texty important skills that need to be taught. 

Knowledge of I'orms of Writing 

One of the first steps required of a critical reader is to determine the liter- 
ary form of what he is reading. Is he reading prose or poetry, fiction or non- 
fiction,Van editorial or a news report, a fantasy or a realistic story, a biography 
or an autobiography? He needs to discover that the autbor's purpose for, 
writing ^yjll differ with various types of writing and that different criteria 
for evaluation apply to different genre. For example, in evaluating a fairy tale, 
one would not look for character development 'or gradual change in character- 
i2ation» for characters in' fairy tales are usually .stereotypes, symbolic of good 
and evil: all princesses are beautiful; dl stepmothers, evil; and all fairy god- 
mothers, kind and loving. Yet a criterion by which one would evaluate such, 
realistic fiction as Ester Weir's The Loner (22) is the believability of the 
character chaftge of David. The reader would first have to know the form of 
writing before he could evaluate the quality of writing. 

A group of third graders (eight-year-olds) were given an assignment to 
write an article on any season of the year. One child began his paper with 
the ratlier uninspired statement that "Spring was the most beautiful time of 
the year", and he read no further when his classmates took him to task for 
.not recognizing the requirements of the assignment. He bad been asked to 
write an article, not give a biased opinion. He could say that some persons 
believe spring is the most beautiful time of the year or that he thought it 
was, but he could not factually state such a thought in an article. His class- 
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mates pointed out that seme areas of the world did not even have spring or 
that other persons might think anofher season was more beautiful. The discus- 
sion that followed the reading of this particular exercise was filled with fine 
critical thinking based upon these children's knowledge of the criteria for a 
particular form of writing. 

Knowledge of the Quality of Writing 

After recognizing the form of the writing, children then have to be helped 
to establish criteria f^or what constitutes fine writing. The Components of good 
v/riting of fiction usually include 1) a well-constructed plot, 2) convincing 
characterization, 3) significant theme, and 4) appropriate style. 

Children most frequently read a bobk for its plot or 5tory, but how many 
of them know what constitutes a well-constructed plot? Even yOung children 
can identify the differences in such accumulative plots as "The House That 
Jack Built" or the repetitive action of such folktales as "The Three Goats 
Gruff" or "The Three Little Pigs" in which' everything happens in triplicate. 
Older students may compare a straight-forward plot with one that utilizes a 
flashback sequence. One group of~tcn-ycar-olds charted the many parallel plots 
in the exciting Australian 'story 9f an uncontrolled fire in the book Asb 
Road (18) by Ivan Southall. 

Children can learn to distinguish between excellent character tleUneatton, 
such as seen in Madeline (2) by Bemelmans or P'ippt Xon^stockhig {11) 
by Astrid Lindgren; the superb character developmefU, as exemplified by the 
story of Chibi in Crow Boy (23) by Ya.shima; or the painful maturing of 
Stephen de Beauville in Barbara Picard's haunting story One Is One (13). 

The theme of a story is frequently difficult for young children to gen- 
eralize. Only when six-year-olds compared books that had a similar theme, 
such as Dandcl/on (6) with Harry The Dirty Dog (26) or the Rabbit That 
Wanted Red Wings (/), did they realize that very different stories could still 
-have the same theme. All these tales are the stories of dissatisfied animals who 
try to br something other than themselves; only when they are true to their 
own natures, do they find happiness. One first grader, when asked how these 
stories were alike, replied: "Well, all the main characters tried to wear dis- 
guises!"- 

Just as children learn to icientify and evaluate the use of persuasive words 
in advertisements ?.nd editorials, they need to learn to evaluate the use of such 
literary' devices as point of view, metaphor, and symbolism. Younger children 
may try telling well-known stories from different points of view; for example, 
the story of "The Three Bears" as Goldilocks might tell her mother or as the 
Little Bear might tell it in sharing period the n<!Xt day at school! Nine- and 
ten-year-olds can evaluate the shift of point of view in the poem "Abraham 
Lincoln" by the Bcnets (3). Irt the first verse, Lincoln is discussed by his 
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contemporaries who did not recognize greatness when it h'ved among them: 
"Need a man for troubled timcs/Well, I guess we do./Wonder who we'll 
ever find/Yes, I wonder who". The last verse is 'written from the point of 
view of the poet today who comments: "That is how they met and talked/ 
Knowing and unknowing/Lincoln was the green pine/Lincoln kept on grow- 

Kiiowletlgc of the writing requirement of n on fiction is necess.iry tor ev* 
aluation also. Children may be helped to discover that textbooks, news items, 
encyclopedias, antl almanacs present facts but seldom reveal the feelings sur- 
rounding these facts. The purpose of such books is to inform. Editorials, ad- 
vertisements, and cartoons present' opinion, and their purpose is to persuade 
or convince. The children easily learn the seven basic propaganda techniques 
including the use of 1) "h.id names", 2) "glad names", 3) "transfer", A) 
"the testimonial", ^5) "plain folks", 6) "card stacking", and 7) the "band 
wagon". They may apply this knowledge as they write advertisements or edi- 
torials of t^ieir own. Clarity of writing and organization of informational ma- 
terials should be evaluated, Pictures and charts should be analyzed and jutlged 
for their details and presentation of data. Why were these pictures inclutled.^ 
\Vhat do they show.^ What impression did the photographer wish to make.^ 
What have you learned from this picture.^ These are some of the questions 
children should be asking about the many pictorial presentations which arc 
increasingly a part of reading matter. 

Knowledge of the Content 

One cannot evaluate the form without the substance nor the container with- 
out the contents. Critical readers will establish criteria for judging both what 
is said and how it is said. Frequently, the criteria for evaluating the content of 
literature must come from the life experiences of the child or other bgoks. 
He may compare the story of The Dully on Batkham Street (9) by NIary 
Stolz to his own encountei with a bully — is that the way bullies usually 
act.^ Is that the way others act toward them.^ Or the reader may compare the 
escapades of those alhAmerican boys Henry. Reed {14) and Homer Price 
wrth Tom Sawyer {21) — how are they alike How are they different.^ Hav^ 
you ever had any experiences similar to theirs.*^ One needs to help children 
build a literary franle^^•ork against which they can measure 'other books. How- 
is Charlotte's Web ' {25) by E. B. White like Wind hi the Willows {8)? 
Both Early Thunder (7) by Jean Fritz and Johnny Tremain {5) by Esther 
Forbes arc about the American Revolutionary War, but in what ways are they 
different.^ How are the events in this story like those in your history books 
Hew arc they different.^ Gradually children begin to see that the content of 
literature is more than just exciting stories; it is. the ageless chronicle of man's 
living and striving, 
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Both nonfiction and fiction must be judged for accurac)' of facts. The 
teacher who wants to develop the skills of critical reading searches for such 
conflicting statements as found in the Betsy Ross stories. She helps diildren 
compare the facts presented in one account with those presented in another. 
One group of nine-)-car-olds listed the facts presented in editorials and ad- 
vertisements and, then, in a second column, the facts that were omitted. Read- 
ing a bic)'cle ad they noticed that the bike cost $39.95 and could be purchased 
for $1.50 a week, but the notice neglected to tell how many weeks the buyer 
would have to pay. When checking informational books on dinosaurs, these 
children found which books clearly distinguished fact from theories about 
the disappearance of the dinosaur and which ones mixed the two. Stereotyped 
presentations may still be discovered in many social studies books. Phrases 
such as "all Scottish people are thrifty", or "the Arab nom?»ds exist by robbing 
others", or "American Indians always walk in single file" suggest an all-or- 
none way of unscientific thinking. The, critical readcv will learn to look for 
such questionable generah'zations. 

In reading nonfiction, particuUrly, the b.ukground of the author needs to- 
be known. Children need to ask if -this particaiKir person is qualified lo write 
on new developments in space rockets. In one classroom, children entered into 
a spirited discussion on who would be the best qualified person to frite a 
book for children about France — a native of Prance, a visitor to France, an 
American who had lived in Paris for a year, a professional writer, or a pro- 
fessional writer who had visited France. The list became more and more de- 
manding, and these children were quite critical of backgrounds of the authors 
of books which they had obtained from the library. Most important, they 
learned that a person's writing grows out of his background and experience 
and usually represents a particular point of view. 

Strategies for Teaching Critical Reading 

'Children do not obtain this background of knowledge unless they are 
taught, nor do they utilize ^his knowledge to develop sound criteria for eval- 
uating their reading unless they are encouraged to do so. And they do not 
learn to apply these criteria to their reading except as a teacher -alues and 
teaches critical reading. 

Teachers themselves must know the process of critical reading, have a thor- 
ough knowledge of appropriate materials, and understand the stragegy for 
teaching this kind of behavior. The seven-year-olds who were comparing the 
biographies of Betsy Ross did not just happen to find them. The teacher 
knew of these. conflicting statements and by skillful questioning helped stu- 
dents determine differences in books and come to some conclusion concern- 
ing them. 
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Teachers need to acquaint themselves with the types of questions that are 
the most thought provoking and the most helpful in causing a child to reflect 
more deeply. Hilda Taba (20) and her associates in their study of children's 
thinking concluded that the nature of the questions teacliers asked "... Im 
a singular impact on the progression of thought in the classroom". There is 
a place for literal questions provided the a^iswers to these questions will lead 
children to higher levels of thinking. The Ohio State University study of the 
Critical Reading Ability of Elementary School Children revealed that the 
kinds of questions teachers asked were significantly rdated to the level of 
thinking that the children generated. Teachers who asked only for the repeti- 
tion of material read received short memory-type responses, while teachers who 
iisked children to analyze, compare, and contrast or to synthesize, generalize, 
and draw conclusions elicited higher-level responses. In this study, teachers 
learned to ask better questions, and children responded with more evaluative- 
type answers. The process of identifying theiacts, interpreting and inferring, 
analyzing and generalizing, and evaluating and criticizing appeared ro be more 
important than any one type of question, however. 

G)nclusioas 

Since the undisputed function of education in a democratic socfety is to 
teach persons to think, it seems equally necessary to teach them to think about 
what they read. In this paper, critical reading has been tltfined as the anal- 
ysis and evaluation of both the content and structure of fiction and non- 
fiction materials. It is a process involving both knowledge of criteria for eval- 
•jitioa and skill in applying them. The thoughtful reader is not just the re- 
sult of maturation; he is the product of planned instruction. Materials must 
be cCirefulIy selected, and teaching strategies that will raise the level of chil- 
dren's thinking must be developed. Teachers can improve the quality of their 
questioning and so improve the quality of children's reading. Generally, 
schools have assumed the responsibility for teaching children how to read; 
now educators must be willing to take the time to teach children to be dis- 
criminating, critical readers. For only then will the art of reading be complete. 
-« 
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Developing Reading Comprehension, 
Ages 8-14 

It is usually assumed that by eight years of age most children have acquired 
the basic decoding skills which permit fuller attention to be devoted to com- 
prehension. Also, by this time a child's thinking and reasoning ability have 
developed to the stage at which he is more able to cope with deeper ahd 
more complex aspects of understanding. Since the major goal of the reading 
program is the development of reading comprehension and the development 
of lifetime reading habits, it is important that much time and attention be 
devoted to this skill. 

There are many definitions and models proposed which interpret and de- 
fine comprehension. One of the earliest definitions, Still widely used, is that 
by Thorndike who said that "reading is thinking". Some have defined levels 
of comprehension as including literal, interpretive, and critical aspects. Ker- 
foot (3) in a careful examination of the literature deduced that there are many 
definitions given for comprehension and many ways of classifying comprehen- 
sion skills. Since there seemed to be great differences in both the theoretical 
base as well as the descriptive terms used, he states it is often difficult to 
establish a sound basic philosophy of comprehension unless one stays with 
a particular autJiority. 

Cleland (7) proposed a model to explain tJie intellectual processes used by 
the reader to gain meaning. His six points included 1) perception — the 
meaningful response to the graphic symbol; 2) apperception — relating new 
material to one's previous, background of experience; 3) abstraction — the 
selection or rejection of perceptions, impressions, or concepts; 4) appraisal — 
synthesizing and evaluating the new materials; 5) ideation — using the ideas 
in several modes of thinking; and 6) application — the functional use of the 
ideas gained. 

Using Cleland's model, it is then possible* to construct an -ouutline of pro- 
cedures to be used by the teacher in developing comprehension skills. It must 
be remembered, though, that comprehension does not develop unless guidance 
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is provided with all types of reading materials in a most consistent fashion, 

Ifih'cductioii of tifijiiniiliitr uoni foims iUid utif^wtiliitr concepts. Words 
with irregular spelling patterns which cannot be easily decoded by the pupijs 
will need to.be introduced. Meanings of these words as well as new mean- 
ings fcr words with familiar forms should be discussed. 

Review (uul (Hscussiu't of pupil's experief/ii^il bitck^roand on the topic, 
Prior to the reading of any iclcctior. the pupils should review the knowledge, 
and concepts that tan be used to bring further meaning to the task. With 
younger pupils it is often necessary to spend considerably more time at this 
step than with older pupils. There is often need for such questions as, "Re- 
member what we were reading yesterday? (last week? last month?)**. 

Presentation of purposes for reaJin^, At ithis time the teacher presents to 
the pupils the purposes for which the selection is to be read. The purposes or 
questions posed should be clearly stated and require the pupils to read for 
broad purposes rather than narrow ones. 

Discussion, Following tl;e silent reading of the selection, the teachef*s role 
becomes most important. At this time he must question in such a manner 
that all aspects of the n^aterial are discussed, new ideas and associations made, 
new concepts developed, problems solved, deductions made, fads evaluated, 
and judgments and generalizations made, 

Applicttti^n, This often forgotten step is the mo:t crucial one. If children 
cannot utilize br apply the information gleaned, then the reading has had 
little value. Teachers must be certain that pupils apply the new knowledge 
in functional ways that also permit appraisal of how effectively the skills of 
comprehension are being taught. 

Techniques for Teaching Reading Comprehension 

In developing a sound reading program the teacher- then becomes the me- 
dium by which a good theoretical curriculum is put into practice. The many 
variables involved in developing comprehension demand that discussion is 
necessary if the teacher is to evaluate the type of thinking in which the child 
is engaging. This activity militates against the constant use of workbooks 
and worksheets which demand short answers. The major difficulty is that 
many teachers themselves have not read widely enough to understand fully 
the role of comprehension and its various aspects and thus are unable to help 
children develop the type of thinking skills njeded for adequate reading. 

In a study done by Guszak (2) on teacher questioning and reading, he 
found that feachcrs <?.\pend much time and energy questioning literal com- 
prehension dealing mostly with trivial facts. He also noted that students be- 
come extremely sensitive in determining what tlie teacher is seeking and 
found that students provided answers they thought the teacher expected. He 
also noted tliat teachers appear to be conditioning students to take a position 
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without weighing all evidence and without being able to support the position 
assumed. \ 

In teaching comprehension skills to children ages eight through fourteen, it 
is important 1) that the teacher be aware of the skills needed to be developed, 
2) that numerous ways of developing comprehension skills be used, and 3) 
that there be cafeful planning as well as adequate familiarity with the ma- 
terial. Children must understand the various levels of comprehension — liter- 
al,^ interpretive, and critical. By skillful questioning, the teacher should lead 
children to the awareness of the literal understanding of the material through 
the use of such words as who, what, where, and when. The next step is to 
help children make interpretations based upon their literal understandings. 
They must bc' able to see cause and effect relationships, naake inference, antic- 
ipate outcomes, make judgments, draw conclusions, recognize the author's 
purpose, recognize the mood of the selection, react emotionally, and the like. 
When children are able to interpret the material read and to express their 
thoughts clearly and succinctly, they should then be led to the third level of 
comprehension where they are asked to react critically by evaluating or mak- 
ing judgments based upon the selection read. This last level of comprehen- 
sion, critical reading, appears to be a very difficult area for. many teachers. 
If one expects children to evaluate, react, and judge, they must be- free to. 
express and substantiate their own opinions and ideas. Discussions which 
allow for freedom of thinking and expression of ideas can be a very threaten- 
ing situation to teachers who themselves cannot react in this fashion. Teachers 
sorely need to learn how to become critical readers themselves so that they 
fully understand the material to be taught. 

It is the questioning done by the teacher which is the most important key 
to developing preliminary dnd post understanding. The questions posed prior 
to the actual reading of the material should help the. student set his goals. 
These questions should tell him the level at which reading and thinking 
should take -^lace, the types of responses expected, and the rate at which the 
material should be read as well as help him recall previous learnings in the 
area. After the material has been read, the teacher needs to use a variety of\ 
questions which tape the student's understanding of. the material. The ques- 
tions should include those that involve all levels of thinking. It must be re- 
membered that questions pertaining to literal understanding • are the easiest 
for the teacher to pose and the easiest for the students to answer. Questions 
involving interpretive and critical understandings often are more difficult for 
the teacher to phrase and resuire more time for pupil response. 

In supervising teachers the writer has found that the inexperienced or poor- 
ly trained teachers most often 1) ask too man/ trivial questions which ex- 
plore only the basic facts in the material; 2) provide the student with no time 
to think througli his answer when interpretive understandings are asked for, 
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accepting instead a very superficial or partial response or, if there is no im- 
mediate student response, answering their own question; and 3) pose very few- 
questions which require a critical response to the material read or in whicii 
the pupil is asked to substantiate an answer. Frequently the response is poor, 
begins witli "because . . .", or is not probed further by the teacher. 

The development of comprehension calls upon the creative and intelh'gejit 
tliinking every teacher should possess^^The questioning used by the teacher 
needs to allow for tlie type of material being read, the capabilities of the stu- 
dent, and the type of previous training employed. There is a need for quick 
evaluation on the part of the teacher to decide 1) if the iinswer is correct; 2) 
how to help the student amplify the answer if wrong; 3) how the fallacious 
reasoning took place; and -1) how to help the student reassemble his facts, 
reevaluate therri, and draw new conclusions. 

The preceding implies that teachers need a considerable amount of training 
in what comprehension is, how to question, and how to evaluate wrong an- 
swers to provide guidance. 

In the United States there has been much material published during the 
past fifteen years designed to teach and help students practice comprehension 
skills. Many materials are fine for helping students glean facts, review vocab- 
ulary in context, and understand tiie relationship of idciis; but missing 
from these programs is the opportunity to develop ideas to their fullest and 
to react critically to the material proeentcd. Granted, it is often assumed by the 
authors of such material that the teacher will follow up; the scatwork with 
discussion. This assumption, however, is not often fulfilled, 'leaving the 
danger of pupils, developing very stereolypeil responses to printed material — 
responding in a fashion which the students believe the author wants and 
usually reporting what the author wrote. The development of good coni- 
prejicnsion demands an attitude by which divergent thinking is encouraged 
and expected, opiiiions and judgments are supported by facts, and interpre- 
tations are made on the basis of plst experiences. 

Another serious problem involves the complete teacher reliance on manuals 
• or guides accompanying basal readers. While such guides are useful to the be- 
ginning teacher, the questions suggested for comprehension development are 
often stereotyped and dull. Since they cannot be written to meet the needs 
of all pupils, questions are written for the "average". If teachers would learn 
to use these questions as suggestions of the type to be asked, leading to tin- 
development of particular skills,' teacher would be more spontaneous and alive. 

The means by which one can upgrade the comprehension skills of students 
depends to a great extent upon the teacher. Students come to school with a 
greater fund of experiential background than before (in fact, it appears to 
grow faster than one can utilize it), a greater awareness of the value of books, 
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and a thirst for learning. Teachers must become better informed themselves, 
better readers, and more skillful professionally to meet the current demand. 
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Building on Early Reading Skills 

Are there any reading skills that are exclusively the concern of pupils who 
are making initial attempts to read? Are there any reading skills that have no 
counterparts for youth at higher levels of education? Probably not. From lists 
of reading skills and activities for the early anrf later stages of schooling, simi- 
larities seem to emerge. 

Oh, yes, there are differences too — but these seem to be differences in the 
terminology used, the complexity of the task described, the abstraction level 
of the reading material assigned, and the intelligent skill versatility expected 
of the reader. The roots of both early and later listings of reading skills 
seem the same. At early stages of schooling these roots may nourish only a 
few branches and leaves, but at higher levels they support a thick crown of 
leafy growth. 

Five main roots for ever-growing reading ability are development of skills 
as they relate to the pupil's purpose for reading, method of attack, comprehen- 
sion of meaning, evaluation of ideas, and uses of reading. One teaches skills 
from each of these five areas at the very early stages of schooling; but, in dif- 
ferent ways, one also must teach skills from these same areas at higher levels 
of education. The roots are the same, but at early levels of^schooling they 
support a sapling reader while at later stages of education tfiey support a ma- 
ture, growing reader. 

Purpose for Reading 

"Why read this?" is a crucial question for pupils at all stages of education. 
The beginning reader is helped in identifying one or more reasons for read- 
ing a particular selection. These same reasons are still valid at higher levels of 
education when the more mature reader must be encouraged to identify such 
reasons for himself. Some of these reason*; are to feel more grown-up; to 
discover what is said: to find out about something (what it is, what to do, 
what others think); to have fun (with words, incident, character and setting, 
or ideas); and to stimulate new thoughts and ideas. All meaningful reading 
is based on the read^r*s skill in identifying a valid purpose for reading. 
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At higher levels of eduaUion, the teacher has responsibility for helping 
youth take the initiative in setting their own purposes for reading material 
assigned in class as well as for reading selections of their own choosing. Why 
read an essay, pages of scientific exposition, or some other particular piece of 
reading? The manner of reading a selection is hased on the reader's under- 
standing of his purpose. If the purpose is not clear, the reading process is in 
danger of being ineffective. Older, as well as younger, pupils need help in 
establishing clear and valid purposes for their reading. But the help these pu- 
pils need places progressively more and more emphasis on self-reliance in 
consciously setting these purposes for themselves — a process that readies them 
for the world beyond school when they must read purposefully on their own. 

Method of Attack 

At the very early stages of schooling the teacher leads the child very care- 
fully through a reading selection in a systematic way. The teacher makes cer- 
tain the child has the motivation, experiences, and skills necessary to read suc- 
cessfully each story assigned. The teacher guides him through his reading of 
that story and supplies appropriate questions and activities that will make the, 
author's words meaningful and memorable. Under teacher guidance the read- 
ing selection takes on significance for the child. 

At higher levels, a youth must learn to develop and direct his own methods 
of attack on different types of reading materials read for particular purposes. 
yThere are intermediary .systems, such as SQ3R and PQRST, in which the 
child at the middle levels of schooling can be taught a sort of semi-indepen- 
dent attack on certain types of reading material. He learns to follow a pre- 
ordained system whereby he surveys to get a general impression of the selec- 
tion he intends to read; formulates questions he hopes to answer by his read- 
ing of that selection; reads the selection to get his answers; recites aloud to 
himself all he can remember from his reading; and, finally, reviews his reading 
of the selection. Such systems of attack arc useful transitions to the develop- 
ment of individual, independent, and effective methods of attad-: needed by 
successful adult readers. 

Comprehension of Meaning 

The skills involved in getting the author's meaning — both literal and im- 
plied — are niost explicitly detailed for the instruction of tliose just begin- 
ning to learn to read. Most instructional materials for these early stages fea- 
ture considerable practice in pronouncing and getting accurate meanings of 
words; figuring the authors meanings for sentences, paragraphs, and longer 
selections; and making sensible inferences from what the author has said. At 
this level a great deal of attention is usually given to instruction in phonics, 
structural analysis, word context, main ideas, and other such skills. 
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At hi^uhcr levels of celucation these very same skills'—^ although, perhaps, 
slightly altered by more complex and abstract reading selections to which they 
must be applied — continue to be important. For unfamiliar words he has 
never seen in print before, the pupil must be taught to examine context, struc- 
ture, sound, .ind the diaionary for clues to pronunciation and meaning. He 
must be taught to look at the arrangement of ideas — chronological, climax, 
i.iusc-cffeci, and other ways that ideas are frequently arranged — for clues 
to .1 fuller understanding of the author's intent and meaning. The comprehen- 
sion skills taught at the early stages of education are not, for most pupils, easily 
.ind automatically transferred to the more complex, more abstract reading se- 
leaions that face the reader at higher levels of schooling. Such skills must be 
:.mt:ht at hicher levels, too! 

Evaluation of Ideas 

The biTzinning reader, as well as the reader at the higher level, is concerned 
with evahiation of selections he reads. At early reading levels, the teacher stim- 
ai.ites the pupiPs evaluation of a story by asking questions that encourage 
hun to thinP« about the worth of what the author has written. The beginning 
'reader is a^ked to answer questions such as these: "Can you tell me about a 
tviv voii know who is like the boy in this story?" "Can you tell me why you 
likei or disliked wh^c happened to the family in this story ?"."Who can tell 
ine about somethint; he read on this page that is not correct?" In this way, 
the teacher of bet;inning reading directs the children's attention toward eval- 
uation of selections they read. ^ . » 

Evaluation -of reading selections also must continue to be an important part 
of instr\iction at higher levels of education. The teacher at these levels must 
encourage youth to question what they, read. Pupils on these levels will be 
using different materials and generally will have a greater background of ex- 
perience against which they can evaluate passages they read. However, for 
many older pupiis, evaluation of an author's writing is not an automatic pro- 
cess. These pupils do not transfer readily what they have been taught in the 
early stages of their education to the more difficult selections they read at 
hitjher levels. They need instruction that will help them to learn to judge the 
validity and reliability of adult reading selections. They need to learn to 
question an author's ideas for their relevance to life and for their significance. 
Instr\:ction at the higher levels of education should encourage pupils to j^r^r/- 
.v.;.7> take over more and more responsibility for self-initiative in evaluating 
ii!e.is 

Uses of Reading 

The uses of reading are intimately tied to the reader's purpose in reading. 
It 'w: has set out to have an enjoyable experience, it is hoped the author has 
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provided something enjoyable. If the reader wanted to learn how to fix a 
broken spoke in his bicj'cle wheel, hopefully he found out how. If he in- 
tended to discover more than he already knew about words '^nd-ltow- they can 
be put together to give a vivid picture, hopefully the author provided examp- 
les which were meaningful. Even for the very young child just beginning to- 
learn to read, reading must have a conscious utility for the reader. 

At higher levels of education, the instructional program must feature a v.i- 
riety of uses for reading and, at all times, teachers must help pupils to be 
aware of why they are reading. Sometimes a selection is read in order to com- 
pare an author's ideas with those of the reader or with the ideas of another 
author. At other times, the reader uses his reading to help him know how to 
behave at a dance, to understand how wars arc started, or to keep himself 
posted on current events. Reading may have many uscs» in addition to just 
reading for reading's sake. 

Summary^ 

Whether'it be those concerned with the pupil's purpose for reading, meth- 
od of attack, comprehension of meaning, e\*aluation of ideas, or uses for 
reading^ all reading skills have their roots in early schooling. As the child pro- 
gresses to the higher levels of education, he continues to need instruction in 
these skills for he must use them in a more sophisticated manner on reading 
selections that are more varied, mjre complex, and more abstract. At higher 
levels of education most readers do not approach their full reading potential 
unaided. The transition from ainiost complete dependence on teacher direction 
for skills development in the early years to independent improvement in these 
skills must be gradual from year to year until the pupil is ready to take his 
place in the world of adults. ,With an effective reading program at higher 
levels of education which builds on the skills taught in the early years, a 
youth stands a better chance for making" a difference in the adult world — a 
difference that is better! 
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The Language of Basal Readers 

This papi:r will explore some of the tlunkin^i: one must do in order to dtcuk 
the i.ini;uai;e to use in .1 KisjI re.ulcr .irui to JedJe wlut the .hiM's preparation 
must be for that languai;e. 

A Koo'i hepiinin^ is to tiiink of the purposes of the basal reader. One pur- 
pose ccrtai.ily is to ^ive experiences that will lead to case in reading the kinds 
of material that are available in tJic lirerature of that language. The reader 
scries should, xs soon .is possible; include passages from the grc.u literature 
in that language — models of many styles, many literary forms, and many 
moods. 

By "as soon as possible" is meant as soon a.s the wording and meaning in 
that literature are within the child's grasp. Some people believe that the use of 
simple words is the only criterion of case, ^ut words in commoq use among, 
children may be long and unusual in structure and still be easier than, shorter 
words of less common use. Equally important considerations are the word or- 
der within sentences, sentence strucmres, the interrelationship of ideas, and 
the level of ideas — concrelcncss versus abstractness. for example. 

The American author, Jessamyn West, has said that good children's litera- 
ture means something to the adult as well as to the child. One level of mean- 
ing. or one facet of meaning, may be within the grasp of the child. The 
adult should be able to read the same material later with additional pleasure 
nnd.insight. 

If a language group is to have only one basal reader series, that scries 
should probably be in the standard form of the group's language. On this 
the reader may agree. The point at which one might find marked disagree- 
ment about" the language of basal readers is at the beginning of the series. 
How should it start? 

There arc those who think the readers should start with the natural spoken 
language of children and only gradually introduce the broader vocabulary of 
written material. The philosophy underlying this idea is that the use of the 
natural spoken language in printed form is a natural bridge from hearing 
language spoken to seeing it written, a bridge that helps the child recognize 
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and understand the printed symbols. For cliildrcn whose dialei^t is very much 
like the stand Jrd language, this idea seems ideal. But for children whose dia- 
lect is remote from the standard, or even is a foreiun lani^uaue. this practice is 
less helpful. 

Of course, even the dialect speaker may becopH- a more versatile person for 
the experience, consider the case of a child \\\ a lan^uauc-impovcrished home, 
that is. a home in whicii lancuai^e is nrelv used, with the family preferini; 
the silent language of gestures or he.id movements .md whose dialect, when 
used, is different frofn st.indard. ' » 

Such a child comes to school ami learns to read in the Hindi Reader. "Aap 
kosa hanh, Pit.i-ji? * or "How are you. Respected Father? " His^own father 
would not know what was meant, and probably the child would be safer to 
say it to someone else's father, instead. But this child does learn a respectful 
form of standard Hindi which will be acceptable in many places. 

There is great argument at the present time between those who would star: 
with the standard language and those who would start with a dialect. Those 
in favor of starting with the dialect say that the child learns more rapidly be- 
cause he sees his own language in printed form. He accepts more readily the 
st.ind.ird language^ i^J-^^t-i^- ftttrzilj'fc'Sf ns it. 

Opponents of this view reply that the goal is to teach the reading of the 
standard language. The dialect may seldom, if ever, be found in books. These 
people say that the best time to add a language is at about the age of seven. 
It five to seven years have already passed without formal schooling, why delay 
longer.*^ Some day television may offer a preschcx)l intiuction into the standani 
language; but, meanwhile, a five- to seven-year handicap exists. 

Peacemakers have suggested that both appro.uhes can be introduced at once. 
The child can say something in his own dialect, and die teacher can write 
what the child has said. Then the teacher can say, "Here is another way of 
saying it and writing it", and write the same idea in the standard language, 
saying each word as he writes. Through repe:ition the child learns to read 
both versions. 

Even this excellent suggestion has its weaknesses. The teacher's ear may 
not be sufficiently tuned to the child's dialect. The teacher may not hear all 
the sounds he is to write. The dialect may be one which has never been 
written. Increasingly,' as families move from place to place, teachers meet 
children of several dialects or even of several foreign languages in one class. 
It is impossible for the teacher to write in all the other dialects or languages, 
either in point of time or in point of linguistic knowledge. 

Within limits, however, some adjustment is possible. If a teacher has tRo 
dialect groups in his class, one of which he knows and one of which he does 
not know-, a good adult speaker of the second dialect may be employed or 
persuaded to write and interpret what the child wishes to say. 
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Some cduLJlors might i»av. 'Why not use an initial tcaJuiii^ alphabet." 
Teach the child the symbols for all the soundviii the- language, and let him . 
write in t!ut coJc ". This would be a solution tor ^omc dialects but not tor 
all. And it would not even offer tiie symbols for some of the sounds of otlicr 
languages. If it did. the teaLiier would have difficulty teachirji: the symbol 
for a sound he, himself, could not disiiiipjish. 

There arc linguists who feel that ouv >iu)uld not u>iifine chrldren to one 
diak-Lt. lest Iini:uistic versatility be crippled. Such linguists eneourage teach- 
ers to have ciiildrcn learn :o spc.ik in more than one w.:y. to be asked a 
cjuestion in a dialect im! to answer in. the standard language, or vice versa. 
Teachers attending the nKcting of the National Council of Teact.crs of Eng- 
lish in Honolulu last November witnessed a demonstration by third-grade 
clnlJren v-ho were given a sentence tn o ^e of several dialc\ts or in Mantlard 
Englisii which the teatticr termed "Maiiibtream lingli.sh" — and the7 re- 
peated it in pidgin English. japancse-.American, Chinese-American, Italian- 
American. German-Amcr:c.?o or Spanish-American dialect. The *|uick ciiangcs 
the children nerc able to make, regardless of tluir own backgrounds, were 
impressive. 

]s it conceivable that a bo^.*^ reader series could be written in the standard 
language in ail except the first book .-^nd that ilic first book .ould be piinted 
in different editions, each for a special dialect. Departure the dialect 

might be .v-:hicvcJ by a gradual change within the book. 

Yes. this pL^n is conceivable, but tiierc arc pradical ob^^ades if the dialect 
populations are small. Publishing iiouses arc in busijie^s. They are i.'ot pri- 
marily charitable organiziiions. There is a point beyoitd which the printing of 
separate books for a small ponnlatioii bttome.s charily. There is no profit in 
it; indeed; there may be a lo^. In lh ancient ^country like India and in a rel- 
atively new country like the United States of .America, to atcommodaie all 
language groups and dialect groups without huge go\ernment subsidies would 
be impossible. 

It is interesting, however. *o consider who benefits and who is discrimina- 
ted against when one piovides a congenial bc;^nning in reading for some 
children and an uncongenial beginning for many others who either represent 
numerous small groups or a large minority whiih h.is not yet voiced a protest. 
To the writer s knowledge — which admittedly is limited — there is tio read- 
er scries in. the United States of America designed especially for children of 
Japanese-American dialect or of Chinese-American dialect. One could con- 
tinue to name sizable dialect groups which have special needs in beginning 
the reading of standard English but receive no special help. There ure special 
reader scries for the so-called urban child, who lives in the inner city; and 
the reader has perhaps heard of the special reader scries designed in the De- 
troit city schools for the large Negro population there. But the reason these 
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Special readers have been JcvclopeJ i:> that the i;roupi as social i;roups were 
more noticeable. The writer Joes riot believe their needs as Jialext icroups 
have yet been met. 

Whatever the lani;uai;e of tlic b.isal readers, and regardless of the care with 
which it has been cliosen, tliose who decide upon it have a responsibility to 
the teacher. That responsibility is to delir.eate some of the diale. t problems 
>nd foreign lani^uage problems which must be taken care of before the child 
is expected to read the standard lant^oiaue. 

The Reavlini; Projc-ct of the National Institute of Tducation in India sur- 
veyed a sanipiini; of children from six Hindi-speakiui; states to determine the 
vocabular)* and sentence structures in common u:?e.^One hundred forty words 
were found to be common enough to be useJ in the bei^inning Hindi Readers. 
A list was also made of common concepts, such as ni'/thei, and the forms the 
teadier mii;ht expect to hear in dialects of Hindi. 

The Reading Project also developed a readini: readiness test, part of whicii 
identified the sound distinctions which children have to hear~aT^ct^roduce in 
the Hindi language. Readers of Hindi have to recot^nize the different printed 
symbols for tsvo slightly different sounds and realize the different meanini; 
which one sound instead of another evokes when added to the pattern of a 
word. It was found that most of the Hindi-speakini; children in the survey 
had difficulty distinguishing vowel sounds. Many children had difficulty dis- 
tint;uishini; aspirated and unaspirated consonant sounds, such as the k. i^, d. 
anii^(kh, gh, dh, bh). Sounds whose production could readily be observed 
in the position of the lips seemed to be more clearly distinguishable. This in- 
formation meant that many Hindi-speaking children needed ear and speech 
training in their own language before they could be expected to read with 
accuracy and understanding. 

The readiness test in Hindi, sounds has special significance in New Delhi, 
where central government employment draws families from all over India. 
Thousands of speakers of other regional Indian languages live in that city 
and send their children to school. The readiness test administered to a large 
group of children who speak one of these regional langoiages will show the 
special problems of sound discrimination which niust be met foi children of 
that language group. Teachers of such children can be presented a list of spe- 
cial needs, with suggestions of ways of meeting them. Teachers can also ad- 
minister the test to individuals or to a whole group and chart the needs. 

The reader may think too much is being made of the dialect and language 
problem in reading. The writer wishes this charge could be true. A few 
linguists are now turning their attention to the reading problems created by 
dialect differences. I.abov, who studied in detail the Harlem Negro dialect of 
some boys, found evidence which is indeed startling in its implications for 
readin;*. v ^ 
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Imai^ine yourself as one of these boys loolriug for the first time at a basal 
reader. Your initial consonan: sounds are standard except for the //;. pro- 
nounced .'/. This substitution of J for //; you share with- speakers of a number 
of other dialects, some of European origin. You and they are fortunate in 
that you can learn to re.id thut as ./.;/ and tht t}i as dt'in and they as dcy and 
still know what is meant. 

Your big problem comes at the point beyond the first sound in a word. 
You pronounce many of your vowels like other vowels, so tlut words which are 
different only in the vowel sound are not different as you pronounce them. 
Both in the middle and at the end of a word, you omit the r and / sounds: 
during bf'omes Joiug; toll becomes toe: f.;ult becomes jouii^ht. T. d, s and r 
sounds which account for tense and number sii^nals at the ends of verbs and 
nouns are not pronounced in that position at all. You give the same trcv.^ment 
to final and final k. Final m and ;/ are nasalized in your dialect — sung 
through the nose rather than pronounced. Of tlie 220 wK)rds in Dolch's list of 
basic service words in the English language, your dialect changes 158. 

B,:J, bjck, h^^^, and are all ki to you. If your teacher has Japanese and 
Chinese speakers in the dass, you can join them in work on final consonant 
sounds and final consonant clusters. - 

The forms of the verb to be baffle you when they appear on the page, for 
you, as well as Chinese and Spmish speakers, do not use them in speech. 
You have depended upon words like yesterday, toJ.:y, and tww to suggest 
tense and cannot tell from the variant endings or contraction^ (hell) what 
time it is. The apostrophe s in printed form is news to you, for you have never 
formed possessives in a special way. You have depended upon number words 
(some, ten, tiutiy) to suggest the plural form of a noun (ten doll.i). 

With all the mysteries that these differences create, you fall behind others 
in your class and ultimately lose interest in school. 

There are some things in your favor. Chances are ihat you understand your 
teacher better than he understands you. You are fairly familiar with the in- 
tonation of English and the order of an English sentence. Your main problem 
is that you omit sounds and words, within words and within sentences, that 
make a great deal of difference to meaning. 

Your teacher-perhaps finally realizes tlut you arc having difficulty with 
word endings. He may give you lists of words tcr read and recite. He corrc.ts 
your pronunciation. But since the words are listed instead of embedded in i 
context, you do not know the meaning of the correction and perhaps do not 
even hear the difference. He may put you into a lingnaistic reader, with sen- 
tences' like that fat rat sat pat. You say and ihink Dat, and Dat was all righc 
for meaning. But words ending all alike just convince you further of the need 
to look at the front of the word and ignore both the sight and the sound of 
the ending. 
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Only a few children v»ho find themselves in such ciroimslanccs at the len- 
der age of five or six or seven have the amazingly good fortune and tenacity 
to overcome the obstacles and to achieve pleasure in literacy and scholarship. 

Readiness foe the language of the basal reader cannot be the same for all 
of them. Neither should it be of equal length or timing. The Chinese-speak- 
ing child» for example, has more to learn than the Negro dialect speaker. 
Many of his meaning distinctions are produced tonally rather than by speech 
sounds. His verb does not change- tense at all. Prepositions are news to him. 
Subordinating conjunctions, such as uhefi and because, are unknown to his 
language. This last point alone suggests that his listening and speaking expe- 
riences must go beyond basic sentences to complex structures. 

Conclusion * 

In the past, when a child was failing to read, the teacher merely worked 
harder, but that recipe did not always work. Now educators are beginning to 
see specific steps to take in diagnosis of learning problems, and some of those 
steps must be tailored to the difference between the child's dialect and the 
language of the reader series. It is not enough to do more of what one has al- 
ways been doing. One must learn to be as directly helpful as the child is need- 
ful. Changes in the books themselves cannot be the whole answer, though they 
are certainly part of it. 

When one looks at a great river of fresh water pouring irrevocably into the 
salt 6cean while thousands of arres of land remain desert and when one sees 
in the colour of the river the precious soil draining from a starving land, the 
magnitude of the waste appalls. There is another kiad_of wostc^, another, kind 
of thirst and starvation in alPsocieties. With intelligence, it can be prevented. 
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I 

Structuring Reading Materials 
for Beginning Reading 

Those who believe in the importance of children's learning to read and are 
concerned with discovering how to best help them master this basic skill un- 
deiTtake the task in many different ways in different countries and, indeed, in 
a variety of w*ays in the same country. Yet, all these ways can be divided into 
two broadly contrasting approaches, identified by an emphasis on either in- 
struction or learning. 

Instruction versus Learning 

Some approaches give priority to what the teacher should do: which meth- 
ods should be used; which reading schemes, books, and apparatus should 
be selected, and Sow they should be utilised, being considered the most im- 
portant questions. The teacher is envisaged as the key figure, organising and 
arranging instruction in beginning reading for pupils. This emphasis springs 
from the belief that with appropriate instruction children will begin to read. 
In most countries the majorit)- of teachers align themselves with this belief. 

The minority view is to consider first how the child learns rather than how 
the teacher might teach. It is in line w*ith a Montessori or Froebel approach 
to learning. The teacher is concerned with providing for children an environ- 
ment rich in stimulating materials and activities of all kinds, which the chil- 
dren are encouraged lo use, manipulate, or exp.ore. A wide variety of books, 
which the teacher reads to the children and which they freely handle, forms 
an important part of this environment. It is believed that in this situation 
children will soon want to learn to read and, with a little encouragement and 
guidance from the teacher, will succeed in doing so. The process represents 
a child-centred approach to learning to read, with an emphasis on motivation 
and individual development. Activity and informality are the keynotes of 
such classrooms, in marked contrast to the more formal working arrangements 
usually prevalent when teachers support instruction theories. 

The current trend in educational thought in England is away from reading 
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instruction towards a child-centred approach to learning. Such an approach to 
beginning reading, which is supported by most inspectors and advisers in pri- 
mar)- education, is clearly reflected in the recently published Plowden Re- 
port (1967) — a full-scale governmental report on primar)' education in all its 
aspects. In a volume of some five hundred pages, only five pages deal specif- 
ically with reading; and. morcx)ver, only one of these pages relates to "Teach- 
ing Children To Read". The learning approach is also exemplified in certain 
so-called "progressive" infant schools. Even so, the majority of infant classes 
are rather more formal, and most infarrt teachers are still concerned with in- 
struction as mucli as, if not more than, with learning. 

There are dangers inherent in both the instruction and the learning 
approaches. The grave danger, when teachers pin their hopes on instruction, 
is that they themselves may begin to assume that what has been taught has 
been learned. One has only to observe either class or group reading instruc- 
tion taking place to realise the fallacy of this assumption. Tlie proportion of 
pupil time devoted to features of the environment other ihan the teacher or 
the task, and likewise the proportion of the teacher s time devoted to attempts 
to focus children's att^^ntion on her instrurtion. increases rapidly. With regard 
to the alternative approach, the prime danger when the emphasis is on learn- 
ing is the possibilit}- that the teacher will assume that, given a stimulating en- 
vironment and freedom to explore and experiment, all children will, in time, 
want to learn to read and be able to do so without specific instruction. 

The Need for Structure in Informal Classes 

Because of the many advantages for children, the writer strongly supports 
the growth of these informal, active classes in primary schools. Among the 
advantages can be listed Hie importance of individual progress; the highly 
motivated and purposeful learning carried out with excitement and absorp- 
tion by children; the development of independence, responsibilit)', and atti- 
tudes of enquiry; the growth in creativity; and the opportunities for social 
interaction. At the same tih^^e, the writer is very conscious of the need for 
structuring the learnii.or situations within such classes in order to facilitate the 
process of learning to read. The following points are of relevance in this con- 
text. 

In the first place, written English does not constitute a regular spelling 
system. If the written form of this language represented a one-to-one rela- 
tionship between spoken sound and written symbol, one might have a reason- 
able basis for hoping that, by heuristic methods, children could be encouraged 
to discover these relationships and so form generalisations. Such an approach is 
now being used in the fields of mathematics and science in some primary 
schools. But in the field of reading, the spelling system actually prevents or 
discourages children from making generalisations. For example, the child who 
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has just begun to form a mental concept of the letter "a" after meeting it in 
"cat", "man", and "bag", will cjuickly have his theory* demolished \s'hen he 
comes across words such as "cake", "father", or "water". 

Second, even with the use of a regular code or medium for beginning read- 
ing, the writer is not convinced that all children will learn to read eventually, 
and almost incidentally, merely by being placed in the right environment. 
Brighter and average children may do so, but slower children do need a sub- 
stantial amount of guidance arid some instruction from the teacher, as well as 
opportunities to work with carefully grarfcd materials "pbnned to giv e rein- 
forcement and practice, before learning to read. 

Third, there is no doubt that the gooJ teadier in the informal infant class 
does manage to ensure that each child makes progress in reading, according 
to his individual needs and abilities, in ways which might be described as 
"incidental learning". Close observations in such a class, however, would show 
the experienced teacher to be structuring the learning situation for the indi- 
vidual child and particularly for the slower child. It would be seen that both 
individual diagnosis and planned learning were being carried out intuitively 
and functionally by this teachtrr and that, if detailed written records were not 
being kept, memory w'as ser>ing the same purpose. Nevertheless, ensuring 
reading progress for all children, in these conditions, is an extraordinarily dif- 
ficult task in which younger, less experienced teachers are not always able to 
succeed. They might work better and their pupils might progress further in 
a rather more-structured framework. Also, when changes in primary school 
staffs are frequent, continuity in young children's reading progress is more 
easily ensured within a planned reading programme, which utilises a certain 
amount of structured reading materials. 

Finally, discovery methods of learning, to be effective, require certain basic 
skills of which reading is probably the most important, followed closely by 
knowledge of how to use an index and simple dictionaries and reference 
books. Young children, even before they have started to read and write, can 
begin to discover, obser^•e, experiment, and compare; but their progress must 
necessarily be hampered by lack of these skills. Heuristic methods of learning 
will be greatly facilitated and can only be fully developed when children are 
able to read. 

Reflections on these points lead the writer to conclude that the freer the 
atmosphere and working conditions of infant classes, the more important it 
is that, if young children are to learn to read, three conditions should prevail. 
First, the teacher should know, in detail, the various stages which the child 
must master in order to acquire this skill; in other words, she needs a master 
plan. Second, all the reading materials which form the reading environment 
should be so structured as to form major or peripheral arts of this plan. 
Third, the teacher needs to keep meticulous records of individual learning so 
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that each child's progress in the different spheres of reading can be guided and 
aided. This paper is concerned with the second of these conditions. 

Available Materials and Equipment 

Most of the reading books, apparatus, and cquipnnent published during the 
past tw'enty or thirty years, whether based on a Look and Say or a phonic meth- 
od, appear to have been produced on the assunnption that the teacher would 
instnict. On the other hand, in recent years the nnovement towards greater 
freedom in primary education has been reflected in certain changes in publi- 
cations — for example, the production of simple picture dictionaries, refer- 
ence books, and supplementary sioty books and a marked increase in the 
supply of well-produced, well-illustrated books for librar)' comers. 

However, one of the strongest trends in publications in the past ten years 
or so has been towards structured materials of var}'ing kinds. This trend was 
seen in a reemphasis on phonics in the publications in England of, for in- 
stance, Daniels and Diack (1957), Southgate and Havenhand '(I960), Stott 
(1962), and Reis (1962). The current interest in linguistic approaches to 
reading must be counted as part of this trend as should such publications as 
Sullivan's Programmed Reading (1963) and the S. R. A. Teaching Labora- 
tories (Parker and Scannell 1965); all of which represent imports from the 
U. S. A. The experiments with programmed learning and the use of simple 
teaching machines for reading also illustrate the movement towards structure. 
The work of Moore (1963)< in creating what he terms "an autotelic respon- 
sive environment", in the form of a talking electric type\\Titer, has also arous- 
ed some interest in England, where there are now t^'o of these machines. 
Similarly, the introduction of simplified and regularised codes, such as i. t. a. 
(Downing 1962); colour c6des, e.g., Gattengo (lp62> and Jones (1967); 
or systems of diacritical marks, e.g.. Fry (1964), all represent attempts to in- 
troduce structure into the reading environment. 

In England, however, many progressive educationists and infant teachers 
who favour informal and active methods of learning for children have tended 
to regaird structured media, materials, and equipment with suspicion, in the 
belief that their use might herald a return to formality of instruction. In cer- 
\ taiq instances these teachers* fears are justified. For example, with regard to 
media, the published materials for both Gattengo's (1962) "Words in Col- 
our" and Jones* (1967) "Colour Siovy Reading**, require substantial doses of 
teacher instruction. In contrast, i. t. a., with a greater variety of published ma- 
terials available, does lend itself more easily to discovery methods. 

Linguistic approaches to reading and certain of the phonic schemes are also 
heavily teacher orientated. But in the field of phonic training it is equally 
possible for the materials to favour either teacher-instruction or pupil-learn- 
ing. Stott*s (1962) "Programmed Reading Kit**, for instance, while advocat- 
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in'i a small amount of teacher insirutlion and guidance, relies mainly on tiiil- 
dren learning by active methods in small groups or pairs by games and appa- 
/atus which are self-checking. 

It is also clear that many of the principles relating to programmed learning 
and teaching machines are in accord with the beliefs of teachers in modern 
infant schools. One would imagine that these teachers could not fail to sup- 
port such ideas as individualised learning and pacing, impiediate diagnosis 
and correction of individual errors, low gradients of difficulty for slow learn- 
ers, the personal participation of the learner, and the child's assumption of 
responsibility for his own learning and his independence of the teacher. Yet 
many progressive infant teachers have shown little interest in these ideas. It 
may be partly on account of expense, but probably it is that such innovations 
are regarded, often mistakenly, as representing form.rlised instruction. 

Structuring Materials for Learning 

It is not always realised that the meticulous planning of a framework for 
learning to read does not have to be accompanied by formalised instruction. 
In fact, the reverse is true: the more informal the classroom regime, the more 
it becomes imperative that the reading environmeot should be so structured 
as to not only encourage reading but to facilitate it. 

In the quest for structured reading materials, one should, first, examine care- 
fully all new media for beginning reading in the light not only of how they 
simplify and regularise the written code but of how best they can be utilised 
for learning rather than instructional situations. Any regular medium which 
eliminates the necessity lor children to approach words in two different ways, 
that is both as irregulai* words to be learned by sight and as regular words 
which can be sounded, should encourage individual learning. TTie less compli- 
cated the code, from a printing point of view, the more lihely it is that a 
sufficient variety of materials will be published to make active ways of learn- 
ing possible. 

Second, one needs io examine books and all other reading equipment w^ith 
an eye to both the content and the required procedures. The content should be 
so planned as to facilitate child-learning, while the procedure for mastering 
the content should necessitate the child's being active rather than merely re- 
present the teacher's exhausting herself to achieve small returns from the 
children. It might be suggested that five-minnte teacher guidance and instruc- 
tion and fifteen-minute pupil activity are more appropriate than if these fig- 
ures are reversed- 

If reading begins witht a Look and Say method, the first books the child 
handles should be such that fhe teache^ does not have to put each wwd into 
the child's mouth and repeat this procedure ad nauseum until the words have 
been learned by rote. If the teacher is to step down from this role of perma- 
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ricnl prompter, the illustrations in the book should be so simple, unambig- 
uous, ami appcopriitc that the words printed on the page are those which 
will sprmg immediately to' the child's mind. In addition, the structure under- 
lyiftg the build-up of words from page to page should be such as to lead the 
child inevitably and successfully forward. Many well-known Look and Say 
reading schemes are deficient in this respect so that the child must rely very 
Ijcavily on the teacher's instruction and guidance, in the early stages. 
"The teacher who decides to begin reading with phonic vtraining will find 
th.Jt most phonic reading schemes cannot be used without a large proportion 
of te.uhc'r mstruction in the initial stages, although in the later stages mini- 
m.il teacher guidance can lead to considerable amounts of learning in the form 
of pupil dircxtcd activities^ If, however, phonic training is introduced after 
rhc initial stat;es of a Look and Say approach, it is possible to find published 
apparatus, cjmes. equipment, and supplementary workbooks which represent 
.ictive learning; situations for children. 

Structuring the .situation for beginning reading in progressive infant clas- 
ses towards child learning rather than teacher instruction should, in the writer's 
view, go further th.in a consideration of simplified media and the selection 
of appropriate reading materials and equipment. It requires the skilful pre- 
org.ipjsation by the teacher of a considerable proportion of the reading mate- 
rials within the classroom before children's free choice becomes operative. 

The growin^i; pr.ictice in many infant classes of making available to chil- 
dren a large, miscellaneous collection of books of varying levels of difficulty, 
however attractive or stimulating or useful they may appear, docs not seem 
to be sufficient in itself to predetermine the acquisition of reading skill. Once 
motivation to learn to read is aroused, not only arc small amounts of instruc- 
tion valuable but graded practice is also necessary. This activity can best 
be arranged by ensuring that, at ever)* stage, a child can be guided to choose 
[>ooks and equipment from a selection appropriate to his level of attainment. 
Lrccdom for the child to try to read materials which the teacher knows to be 
roo difficult for him represents merely a frustrating situation, whereas subtle 
arrangements nude by the te.icher to ensure the child's inevitable success with 
the hooks he chooses to read represent the most useful freedom for individual 
learning. 

Conclusions 

Lhc a.lvantages to be gained, when the emphasis in beginning reading is 
on pupd learning rather than teacher instruction, are so great that one should 
c(intinue to explore this line of development, which can be seen to be work- 
ing well in certain British infant schools, liven so, children's initial reading 
progress will be facilitated by careful structuring of the total reading environ- 
ment. In order to create an ideal learning situation, one needs to consi>.- the 
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use 0/ regularised media, select materials and cqi^pmcnt of every kind which 
will lend themselves to heuristic methods of looming, and organise the ar- 
rangement of all the materials in such a way as to ensure the child's graded 
progress without sacrificing the motivation engendered by freedom of choice. 
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Selection of Words and Structures 
for Readers 

What is language? Traditionalists* and linguists define language in various 
conflicHng ways, and it is here proposed to avoid the controversy. For the pur 
pose of this pper, the lexical meaning of Lvij^/zage is enough, interpreted here 
as words, phrases, and expressions especfaliy used by authors in preparing 
reading materials for children. To this definition, however, may be added the 
expression of thoughts and^feelings m words, which tlie dictionary lists sepa- 
rately; for experience shows that this aspect, more than any other, creates and 
sustains the child's interest in reading. 

The terms words and structures need some explanation. W'^ord is here defin- 
ed as a sound or combination of sounds or its written or printed symbols used 
as a unit of language. According to Fries, words form a centre of interest for 
teacher and pupil and are the first body of material to be taken into considera- 
tion in any method of language study. Advocates of the Look and Say and 
Sentence Method of teaching reading may not accept this view. 

Kinds of Words and Structures, Now words in the title of this paper means 
language units both spoken and written and belonging to both the categories 
of structure words, called empty by some linguists, and content words, called 
///// words. 

An expla lation is perhaps needed for the use of structure. Its use with ref- 
erence to language has now become common, and linguists prefer structure 
to grammar. The notion of levels of linguistic structures is found in the work 
of J. R. Firth and his colleagues. Based on this, Barbara Strang mentions three 
levels of structure — namely, phonological, grammatical, and lexical — admit- 
ting that the middle one dovetails into the first and the third. 

Structure means something that is builti A sentence, in spite of two hundred 
or more different hut not quite satisfactory definitions, is essentially a con- 
structed unit of language. Patterns so constructed are here called structures. 
Although there are marty dialects and some differences between. British Eng- 
lish and American English, the kernal sentences which form the basis (ot 
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transformation through suborilin.it ion. expansion, substitution, ami inversion 
arc the same wherever English is spoken. Nida (/) deahng with contrasting 
features of structural outlines says, "By the structure we mean the morphemes 
and combination of morphemes described according to their classes and in 
terms of their pertinent environment, i.e., by immediate constituents". This 
connotation of structure does not, in the uriler's opinion, differ fundamen- 
tally from the syntactical relationship of words in the grammar of the tradi- 
tionalist, ' 

The Situation of Teaching and Learning English in India 

The situation obtaining in India may be briefly stated: The airriculum 
(syllabus) in English consists of a list of essential words and a list of teach- 
ing items (structure words and sentence patterns). The procedure adopted in 
teaching is described as the Structural Approach. The duration of the course 
in English varies from four to nine years in the different states. 

Teachers and authors are at liberty to alter the prescribed vocabulary to the 
extent of 10 percent of the total number of words, ranging from about 1,000 
to 2,000. The teaching items arc mandatory, WorHs, phrases, and sentence pat- 
terns contained in the teaching items are graded according to certain prin- 
ciples; chiefly from the point of view of difficulty in learning. The compara- 
tively easy structures come first. Thus, the teaching of English is governed by 
the controlled vocabulary and graded structures, Books for detailed and non- 
detailed study must be in strict conformity with the syllabus laid down. 

It was in 1952 that a standardized stmctural syllabus with controlled vocab- 
ulary came into force first in Madras and then in the other stales. Within a 
few years, for some reason or another, alternative gradings were brought out in 
Madras; and at present in almost all the states in India, English as a second 
language is taught through some kind of structural approach and controlled 
vocabulary. 

Yet, one is at present confronted with a gap between the school final level 
of English and that expected at the entrance to a university. For the past two 
years the S. I. T- U- Council of Educational Research has been trying to iden- 
tify the areas of deficiency and work out schemes to bridge the gulf. The re- 
sults of tests administered show that a large percentage of students iifter com- 
pleting their education, have no understanding of the sentence ui.ir. Most of 
them who pass out of the secondary scho6ls have not read any book other than 
the textbook prescribed for detailed study because graded reading hooks -iUve 
not been made available in sufficient number and variety. 

The Purpose of This Paper, The main purpose of this paper is to place be- 
fore the Second World G)ngrcss on Reading the selection of words and stnic- 
tures for readers of English as a second language, according to vietvs based 
on the writer's experience and knowledge ^s^teacher and author. 
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When there was no prescription for controlled vocabulary or graded struc- 
tures, the authors of readers chose words and sentence patterns according to. 
the need and the ability of learners of particular age groups. The chpice was to 
0 considerable extent impressionistic rather than objective. In modern methods 
of teaching language, either as mother tongue or as. a second language, the se- 
lection of words and structures is based on objective considerations more than 
before. 

Criteria for Selection of Words 

According to Fries the assumption that skill in a language must begin with 
words most commonly in use led to the counting of words and the establish* 
ment of the frequency series. But the fact seems to be quite the contrary. 
Frequency lists led to the. development of skill in language with words com- 
monly in use; 

The Contnhtithn of Pries. It is not possible to suinmarize the attempts at 
vocabulary selection in English. One cannot be too g"ratcful to Charles C. Fries 
for his English Word Usts^ a book which is an objective survey of the princi- 
pal word lists in English. His notes on "Seven English Word Lists" are very 
useful to those interested in vocabulary selection. They are Bm'u English by 
Ogden; Definition Vocdbsdary by West; SUuuLird English Voc.MiUy (the 
100-word radius) by Palmer and Hornby; The Teachers' Workbook by 
Thorndike; Interim Report on Vocabtddry Selection by a committee composed 
of Faucett, Palmer, Thorndike, atid West; Words with Vahes 1 to 34 by 
Faucett and Maki; and Litde English by Aiken. 

^fies advises that in the selection of words, basic English is sound with its 
list of 600 **things*\ 200 of which are picturable and 150 of which are quali- 
ties. Basic English has only eighteen chosen "operators *. The argument that 
the "learning weight** is considerably reduced when the number of verbs is 
limited is not quite tenable, for the number of senses in which each of the 
operators is ured in combination with prepositions has to be taken into 
account. Consider, for example, the subtle differences in meaning of idiomatic 
turns such as get aty get to^ and get Ofi which add to the learningl load. 

One has to count separately the number of phrases and idioms which can 
be formed by the use of each operator for estimating the learning load. 
Whether an idiom made by the operator in combination with other words is 
really easier than having a separate word with the same meaning has to be in- 
vestigated. Further, to say to a learner, as bas»c does, "Thus far, aftd no fur- 
ther" is arbitrary and discouraging. Again, as Fries says, "the passing from 
such a limited vocabulary and basic grammar to the understanding of normal 
English and later, if desired, to the productive use of normal English, is a path 
beset with difficulties". The expressions "productive use" and "receptive use" 
should be interpreted according to the need of the learner. 
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So far as the teaching of Engl/sh irs India is concerned, for several decades 
to come, there will be need for boti\ uses. The immediate need is the receptive, 
for a great deal of translation from Fnglish or other European languages has to 
be done by scholars to make tbe principal languages of India attain that flexi- 
bility necessary for absorbing and transmitting modern scientific, political, and 
economic thought. The productive use is necessary for establishing fruitful 
cultural contacts with the developed countries of the world. Effective use of 
English is necessary to rouse in the developed countries an interest in the so- 
"Cioeconomica! problems of India. Books and journals necessary for communi- 
cation as well as for improvement of Indian languages can, for several years 
to come, be had only in English. Learners of other European languages are far 
too few in number. 

_Some Factors Requiring Adequate Attention 

Control of vocabulary material in the early reading books is no doubt essen- 
tial; but if this control is added to, the textbook iratcrial may not sustain the 
interest of the child in reading. It must be realised that children increase their 
vocabulary and improve their senfcncc structure not by studying one reading 
book in minute detail but by reading many books. Therefore, plenty of graded 
reading material should be provided. 

To insist that even the supplementary readers should be in the controlled 
vocabulary and in the structures already taught is, in a way, harmful to the 
child's development of reading interest. In learning language through adult 
contact, the child meets with situations when what is spoken is beyond his. 
comprehension. What does the child do then? If he is n^^* interested, he is 
•indifferent. If he is interested, he takes pains to find out the meaning. The 
natural way is to let an expression unfold its meaning gradually to the child. 
The reading material, particularly that which is meant for supplementary read- 
ing, should provide such situations as would promote self-help in understand- 
ing- 

In a Tamil grammar of the early centuries of the Xian Era, there is z^utra 
which iays that grammar is like the oil pressed out of the ginger seed. Jf 
there islno seed, there is no oil; similarly, if there is no literature, there is no 
grammar. This statement means going to literature first and then to grammar. 

The writer is a firm believer in the necessity of teaching grammar of the 
descriptive kind, but in his scheme this study comes only after acquainting 
children with patterns in interesting and meaningful contexts, both oral and 
written. 

Will a complete course in syntax by itself ensure permanent interest in 
reading worthwhile books and journals in English? Probably not. But the 
course will be useful for the application of syntactical rules after a good deal 
of reading has been done. • 
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Some Dichotomies. A ^Tuit deal of harm lixs hcen done to language teach- 
ing. and learning by a rigid adherence to some dichotomies. The distinction be- 
tween form and njeaning has already been referred to. It is said tiiat language 
is a skill subject, not a kr.o\vlcu:;e subject; this approach often means emphasis 
on reproducing structures carrying nothing to stimulate the thought of the 
child. 

Another dichotomy is the distinction between language and literature. 
Shakespeare and Milton may rightly be kept out of sight of the learners. But 
modern prose pieces and simple poems tlut touch the heart and the imagina- 
tion of children should not be denied to them. 

Those who have written books that are considered classics have all been 
gifted men and women who have by their works deh'ghtcd millions of cliil- 
\lren throughout the world. To keep children from such books too long, in (?ie 
name of scientific grading, is not Joing ^the right thing by children. 

Sufmesti<>ns, \t is suggested that the word list in second language may con- 
tain only the structural words, lea\ ing it to teachers and authors to distribute 
them suitably among the different standards. The meanings in which each 
structural word can be u.sed should be indicated through illustrative sentences. 
Perfect liberty may be given to author'? to choose content words according to 
the cnvirontnental needs. It is not desirable to nationalise textbooks in 
language. When it is. nationalised, a single series of readers for both rural and 
urban iieas will not do. There must be at least three or four parallel sets of 
readers to suit different environments. 

As for the structure list, it is enough if only the kernel structures arc listed, 
stating the period necessary for processing them. In English, the pattern — 
subject- verb-object or complement with its variations in negation, interroga- 
tion, and exclamation — has to be given dire importance. The enlargement 
of the subject /object (extension of verb) by word, phrase, or clause should 
also be indicated. Both analysis and synthesis should he practised. The tense 
forms and their uses should also be systematically introduced. A specific num- 
ber of phrases with illustrative sentences should be given. Provision for plenty 
of graded reading materials should be made tn the early standards so* that the 
transition to standard English books may be rendered as easily and rapidly as 
possible. 

What SJ.T.U. Council has done for-Tamil 

Very few Indian languages have developed w*ord lists for readers. The N^\- 
tional Council of Educational Research and Training, New Delhi, with the aid 
of a team of experts from Columbia University evolved principles for the selec- 
tion of words and structures in Hindi. Constance M. McCullough's monograph 
enunciating principles and procedures for designing early readers was perhaps 
the first of its kind in India. 
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TheS. I. T. U. Council worked out a longitudinal project (1%2 — 1967) 
of listing the functional vocabulary of prescliool-agc children' (a^c group 
three to five). Trained observers recorded the whole utterances of children be- 
longing to different socioeconomic levels. From tHcse utterances words were 
taken out and listed according to certain areas. It was not possible to analyse 
all the 700 $tudy sheets collected. Only 281 of them were analysed; for check- 
ia£ the utterances of about 70 additional children of the Sabhesan Bala 
Drindhavan Nursery were tape recorded ind studied. 

Bastd on this study, two reports, an hitenm Report and a Vhial Retort, 
have been publishetl. The ma object of the study is to establish the neeJ of 
preparing reading materials for Standard I which will be as near to the child's 
language and thought as possible and lay a strong and sound foundation for 
reading. 

One hopes that it will be possible for the S. I. T. U. Council of Educational 
Research, Madras, to demonstrate by practical work the principles that should 
be applied for vocabulary selection, choice of sentence patterns, and thought 
content in the mother tongue of the early readers. • 

All schools of thought relating to language teaching agree that speech is 
the primary form of language which underlies all writing. It is also agreed thai 
language patterns should be learned in the spoken language, before they are 
introduced in the printed form. It is firmly believed that the vocabulary and 
sentence 'patterns commonly used by children should form the main basis for 
early reading material for primary school children. The process is, as Ruth G. 
Strickland observes, in a sense, the reverse of that in vogue. 

Some explanation is perhaps necessary for the view that the language pat- 
terns already used by children should appear in the materials designed for^ 
the teaching of reading. In the first place, the vocabulary of the present-day 
children who react to the radio and cinema and use modern means of trans- 
port is wider than that of the children of the same age group forty or fifty 
years ago. Children are definitely acquiring language forms more rapidly today, 
presumably because of the latitude given to them for free expression both at 
home and at school. 

In these circumstances, to reply mainly on written material for reading les- 
sons would be unrealistic and dull; such material will not create reading in- 
terest in children. If the vocabulary and sentence patterns in the reading ma- 
terial are unrelated to those used by children, then children cannot react fa- 
vourably. It is, therefore, urged that the language of early textbooks in Tamil 
should bear a reasonable relationship to that already in the possession of chil- 
dren. Only then can a sure foundation be laid to make language serve as the 
most effective instrument for the development of mental powers, (2). 
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Production of Reading Materials: ' 
A Comparative Study 

One of the important steps in achieving the wofdiy aim of this conference 
— Reading,. a human right — is the provision of light reading materials. Two 
years ago the writer related the problem of providing reading materials for 
children in India while Rajguru described ^he attempts made in India to make 
reading a human right for adults. At that time the writer was working on the 
reading project of the National Council of Educational Research and Train- 
ing. This project has produced the firsKgraded reading series and related in- 
structional materials in India. 

Since April 1968 the council has granted the writer a special leave to work 
with the Education Division of AID for preparing similar reading. materials for 
Nepal. 

It is felt that the general approach and most of the steps taken in devel- 
oping a balanced reading program in India have been very effective. This 
same approach may work well in other newly developing countries. In Nepal, 
as in India, it has been necessary to plan very carefully so that with the mini- 
mum resources available one could get the maximum benefit. \ 

I 
\ 

\ 

Schools in Nepal 

It wouyid not be inappropriate here to acquaint the reader with Nepal's cur- 
rent educational system and the present status of the reading materials. 1 

Up to 1951 there were only 200 primary jchools, 21 high schools and only 
one college in the whole of Nepal. The 1966 — 1967 report from the Ministry 
of Education shows that at present there are 5»640 primary schools^ 243 high 
schools, 29 colleges, and one university in Nepal. Tlie primiiry progress is phe- 
nomenal, and yet it is still inadequate for the purposes because this number 
takes care of only 28 percent of the primary school population — still a long 
way off from the goal of free and compulsory education for all. Except in 
forty- five villages and panchayats (the local elected governing body), primary 
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education is not free. Again^ as in many countries with similar problems, the 
quality of education has not kept up with the quanlilative improvement. 

According to the same report, .of the 13,400 teachers presently employed, 
10,000 teachers are yntrained. These untrained teachers have at the most seven 
"years of schooling^ and -many have only about five years. The other 3„00.O 
teachers have had ten years of schooling and one year training in a normal 
school. 

The physical conditions of 90 percent of the classrooms in Nepal are far 
from.satisfactory. Often they have no windows; a small door is the only 
source of ventilation. The number of children in one classroom ranges any- 
/whcre from sixty to one hundred. There arc no audiovisual materials nor even 
a chart in the classrooms, and often even a blackboard is a luxury. Most of the 
children as well as the teache/fs outside the Kalhmandu Valley do not even have 
textbooks. Because there are no roads, books cannot be distributed. 

There is a great dearth of trained teachers in Nepal. Their salaries Are very 
low, and the teaching conditions are very poor. Out of the 5,000 schools, 
,2^000 are one-teacher schools. Another two thousand have two teachers. The 
remaining have more than two teachers. More than 4,000 schools have up to 
five grades. Out of the. 182,000 children in class, only 80,000 — a little less 
than half — go to the second grade, and only 33,000 reach the sixth grade. 

In all there are thirty distinct languages spoken in Nepal. These belong to 
the two main families — Indo-aryan and Tibeto-Burman. 

There are various levels of speaking the Nepali language, just as in Hindi; 
but Nepali has four to five levels compared to the three levels in Hindi — one 
level being used for speaking to younger persons and another, to people below 
oneself in status, then between equals, between people who are older and above 
ones status, and to the king and the royal family members (eg-shri Ranch 
Sarkar and parents is six sarkar). Now the Indo-Burman language speakers 
(Newaris, Gurund's) do not have this distinction; and so when they learn the 
language, they face a set of problems that are different from the problems, 
faced by speakers of the Indo-aryan language. Apart from the confusion and 
difficulties it creates in learning the co rect sounds, the Tibeto-Burman speak- 
ers have a greater problem of learning the different forms of language. 

Fortunately linguists studying tlicse specific problems are providing a source 
of help in the construction of exercises und other aids. These will be included 
in the textbook and the manuals. 

The first Nepal government language series was published in 1964. The fact 
ever)'thing — even paper and ink — has to come from outside Nepal makes 
printing very costly. There are some available books of uncertain quality pro- 
duced by private publishers. Although the government publications are a great 
improvement over the others, still these publishers are far from satisfactory. 
Often the same topic and lesson with very little change are repeated in two or 
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three successive textbooks, l lic prc>cntalion lacks variety, aiiJ even in grade 
.seven only three forms of writini; arc used - story, narrative, and poem. The 
words are controlled in these textbooks, hut in each lesson the number of 
words varies greatly. There is no gradation cither of content^ language, or vo- 
cabulary. No provision is made for the teaching of reading skills. A manual 
accompanies a textbook but is of little help. Usually all the new words are lis- 
ted, but no suggestions arc given as to how to teach the words. One lesson re- 
commends the teaching of twenty-one letters, a number which is a little less 
than half of the whole letters of the Nepali alphabet! / 

There is little coordination of work among the agencies working in educa- 
tion; and, unfortunately, because of this lack there is a duplication of work 
which Nepal can ill afford. ^ 

What is being d6ne in Nepal to remedy this situation Because of the time 
limitation, only the preparation, production, and distribu ion of reading mate- 
rials for primary schools in Nepal will be discussed. 1 

I 

Preparation of Reading Materials 

The first |Step was to plan a balanced reading program for Nepal. Now, we 
are attempting to coordinate all the possible resources and to eliminate all the 
duplication of effort already mentioned. 

A high level committee has formed with representatives from each of the 
following agencies — liis Majesty's Government, Educational Materials Cen- 
ter; staff from the Teachers College and linguists and educators from Tribhuvan 
University; staff from the-" Normal School; teadiers from private schools; 
teacheis from laborat^^ry school; free lance writers; UNESCO; and United 
States Agency for International Development. 

The functions of this committee are to coordinate all the resources — finan- 
cial, technical, and educational; to evaluate and give guidance on the prepared 
plan for the development of the balanced reading program; to assign duties to 
various agencies; to check the progress of each project; to provide for tlie pro- 
duction, publicity, and distribution of all the materials prepared; to fix the re- 
muneration for the different types of work; to appoint a coordinator to super- 
vise and direct various efforts; and to appoint other personnel as the need 
arises. 

The coordinator will be a member of the high level committee with respon- 
.sibility for drawing up the programs, guiding the individual projects, and gel- 
ting the necessary assistance by interpreting the needs of each of the projects 
to the committee and st*curing help. 

Help Underway 

Three work areas have been .selected for immediate attention: 1) research 
and testing, 2) preparation of educational materials, and 3) teacher education. 
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A subLomiiiitkc coniposcd of representatives from these three work areas 
has been established to assist the coordinator. The special function of this com- 
niittee is to draw up a long-range program for each of the three work areas, to 
establish priorities, to make time targets, and to supervise specific projects. 

In research ami iesiif/^i^, the following projects Iiavc been undertaken, ami 
the preliminaries are being done now. Lecturers from nonmil schools and train- 
ing schools are in charge of each project with the help'of graduate students 
and part-time assistants. 

1. Studies on readiness. The first drafts of an auditory discrimination test have 
been drawn and illustrations are beint» prepared, hi a week's time the pilot 
study will be coiiducted. Work on visual discrimination test!> are in progress. 

2. Studies on vocabulary. To find the hearing and spoken voc<ibulary, the re- 
sults of these studies will ^uidc the writing of the textbooks. The designs 
for these studies are being prepared at Teachers College. 

3. A pilot study- A pilot study on spelling has beCn conducted. Two hundred 
and fifty second graders from ' different schools were tested. Out of the 
thirty words given, the highest score was twenty and the frequency was 
two. The study revealed, too, that there were many letters of the alphabet 
many childicn,did not kncrwv'Also, the special difficulties encountered by 
children who speak a different language at home were defined. 

Plans are being made for a comprehensive study so that more specific help 
can be given in listening, speaking, and writing. As Nepali is a highly pho- 
netic language, specific training can help to make children almost perfect 
spellers. 

A fourth study undertaken with the help of the linguists of the university 
is to find out the specific problems involved in learning Nepali by all chil- 
then who speak a different tongue at home. This study is urgent because 
although Nepali is considered as the mother tongue, only 10 to 30 percent 
of the whole population speak the language. And in different parts of the 
country, where an entirely different language is spoken even the teachers 
do not know Nepali although they arc rec|uircd to teach it. Whether the 
language is gurung* or sherpa there is only one language reailer ami that 
is Nepali. Consequently, Nepali is taught in the language of the area in 
which the school is situated. Other studies have been planned; but because 
of the shortage of manpower, one has to keep tlieni aside .i present. 

Package Programmes 

Because of the poor condition of the school and the lack of the trained 
teachers, it was 'decided to prepare a package programme consisting of the fol- 
lowing 'materials to be given free to every teacher. Helicopters will be used to 
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ilislribulc thc:»c iinttiials I>a.iii>t liavtl l>y road is inipo:>sihlc at present. 
USAID, UNl'SCO, ai'.vl His M.ijcsly's GovcninKiil will bear llie expenses. 

Included ill each paikjge will he iyli ilnis, ^ sc\ of gr.uleil readers, and .ma- 
nuals to aCLonipaiiy each texlhook. The n'.aniial will ^i;i\c specific help io meet 
the difficulties of tcacliin^.and learning a second language along with specific 
instructions as to how to teacTi each lesson. These* manuals will be interleaved 
with text pages. To cut down the cost of production, the text pages will be in 
black and white. 

Indudetl in the package also will be a reading readiness kit with charts, flan- 
nclgraph, and flash ciinls for developing the various skills required to re.id Ne- 
pali successfully. ' ^ 

■ Workbooks are also a definite part of the packa^i;e programme, hor Nepal 
these are a necessity because the)' not only help itcchild develop spc*cific skills 
but also help the teacher. These workbooks are the one written record of the 
child's achievement. Of course, care wouhl be taken thai these workbooks will 
not be merely given as an exercise book to pass time when the teacliec is busy. 

A set of supplementary readers is also inchidcd in the package programnie. 
These readers will provide an opportunity for children to practice their rc\ul- 
ing and lo discover the joy betwcvn the covers of t!ie hook. Also included is a 
set of stories g railed for each age and grade. Except for the i;reat epics K..'- 
mapnu and AULihhiiuU even the P.nicha TiVtthru is not widely known to the 
teachers. 

One may rightly wonder how all tlie.se things are going to he done. Apart 
from the writer at L'duc^itional Materials Center, the teachers in lab schools. Ice- 
lurers from teachers college and normal schools, free lance writers, and interest- 
ed and able housewives are all a parly to this joint endeavour. While one 
group is busy drawing up the content, writing, checking, and rewriting selec- 
tions for. books, another group is selecting and making available all the re- 
sources and materials; ami a third group is working on the anthology for the 
teachers. 

Work Undcniiiy in Teacher Eiluc.U'wu. Plans for teacher eilucation are as 
follows: 1) improving the preservice training curriculum, 2) preparing pro- 
grammed and other materials for training the 1(),()0() untrained teadiers, anil 
3) preparing a group of resource personnel and specific plans for conducting 
special in-service training courses. 

In Nepal teachers do not have even initial training, and so the number of 
teachers capable of leading a workshop is very limited. But the present plan 
is to train all the teachers in the five normal schools scattered around the 
country. These teachers will then conduct the special in-service training cour- 
ses. The writer is happy to say that one has the marvelous assistance of the 
teach corps in this endeavour and, !n fact, the first sucii workshop is being 
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LOiidiiclcd now. A few iiiiU about llic specific problem of language instmclioii 
.ukI of preparing language in Nepal textbooks. 

Concluding Statement 

Hiis programme may souiul like a very ambitious progranuiie for Nepal. 
True, it is both ambitious and difficult. l)ut tlie work is planned in such a 
way that one can attack several problems simultaneously. Even though this pro- 
gramme cannot be accomplished in one or two years, one does expect each year 
lo show u steady advance toward the final goals. To make reading a human 
right the people \V(uking in this area in Nepal are determined to go ahead till 
the goal is achieved. 
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Organization of Reading 
Programmes 

ThI; succnss of the total reading programme may be likcnetl to a wheel 
revolving around the teacher, the hub. To insure a smooth, uninterrupted jour- 
ney many spokes are needed. These spokes are the skills of reading which be- 
come stronger with each succeeding year. The thumpety-thump of uneven 
growth or the squeaking of unused parts causes a rather unpleasant ride for 
.some children. Finally, the orgarjzation provides the rim on which the pro- 
gramme keeps rolling fonvard. 

The major concern in planning and organizing reading programmes .should 
be that of creating a learning environment wluch will facilitate progress in the 
reading achievement of all pupils. At all times in the development and evalua- 
tion of a programme, it is important to retain this emphasis on the progress of 
individuals, rather than on the mechanics of the organizational pattern. 

Kinds of Organization 

Generally, one of three major approaches to organizing reading instruction 
is emphasized: the organization of a reading programme on a .school wide basis, 
the organiza^ Dn of a reading programme on a cla.ssroom basis, or tlic organi- 
zation of a reading programme on an individualized basis. Proponents of each 
of these approaches claim io be individualizing instruction, although the meth- 
ods used are somewhat divergent. The organization of a .schoolwide reading 
programme has been largely on the basis of horizontal or vertical homogeneous 
grouping by reading ability. Horizontal homogeneous grouping or intracla.ss 
grouping has been used in large schools having more than one classroom of 
pupils of approximately the same age or grade level. Reading achievement 
groups are established within each grade level or chronological age group, 
either as a class assignment for the year or for scheduled reading periods only. 
In vertical homogeneous grouping or interclass grouping, pupils are moved to 
an assigned reading achievement group, irrespective of chronological age or 
grade level assignment. Obviously, the use of the word homogeneous in each 
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of thcsf schemes is in:ippropriale. In other ihnn a one-to-one situation be- 
tween teacher antl pupil, no ^^roup can be truly homogeneous. Within self-con- 
tained classrooms, a great variety of organizational plans has been used includ- 
ing such types as aclJevcment grouping, interest grouping, special needs 
grouping, and tutorial grouping or team learning. Different plans to organize 
reading programmes on cither a classroom or on a schoolwide basis evolved be- 
cause of the belief that grouping was desirable and necessary to reduce the 
range of reading abilities. 

To promote the individualizing of instruction even further, some teachers 
have adopted the individuali;;ed reading approach. This approach .stresses the 
self-selection by the pupils of the materials to be read. Instruction is provided 
mainly through pupil-teacher conferences and to a lesser degree through small 
groups established for a brief time for a single, specific purpose. 

The research evidence is not clear on the relative effectiveness of each of the 
major approaches to organizing a reading programme Comprehensive, longitu- 
dinal studies are lacking, and the conflicting evidence from available studies 
which evaluate only a limited number of variables is difficult to assess. Nev- 
ertheless, assessing the degree to which an organizational plan facilitates the 
reading progress of individuals appears to be dependent on 1) the competency 
of the teacher, 2.) the materials available for instructional purposes, and 3) the 
quality and use made of the diagnosis of each pupil. 

New Developments 

For each of th-^se apparently crucial factors in an effective reading pro- 
gramme, new trends are emerging. In addition to the traditional methods of 
trying to improve teacher competency, some school systems are experimenting 
with team teaching. Materials of instruction are being expanded to include 
much more than books, and some of the new school libraries or instructional 
material centres reflect the changing emphasis. To focus attention on diagnos- 
tic teaching, some .schools are providing for variations in the plans for ad- 
vancing pupils through the school systems. These innovations are just three of 
the relatively new developments which have implications for organizational 
changes in reading programmes. Such innovations may function indepen- 
dently but are certainly not mutually exclusive. Again, research evidence is 
lacking, but with the increasing interest on reading programmes for children 
ages 8 to 14 it could well he that a number of much-needed studies will be 
generated. 

Team Teaching. In a team-teaching situation two, three, or four teachers 
may assume responsibility for 50 to 100 pupils. The teachers plan cooperative- 
ly the content and method of instruction. Each teacher on the team assumes 
responsibilities congruent with his special competencies. Instruction using a 
variety of organizational patterns, procedures, and materials is possible. Small 
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groups may receive instruction in specific skills, and instruction appropriate 
for a large group may also be inckuleil. 

Certain values are claimed for the team-teaching situation. Teachers are 
stimulated to develop and refine their teaching procedures as plans are made 
cooperatively and methods of colleagues are discussed. Also, pupils are exposed 
to a variety of lessons and teacher personalities. While the amount of time re- 
quired for planning is probably increased^ this problem is compensated for by 
the reduction of individual planning and some released teaching time. One 
or more of the teachers on the team will have time to devote to helping indi- 
vidual pupils as needed. Just as there is a wide range of individual differences 
among pupils, there will also be a wide range of individual differences among 
teachers. A team-teaching situation would seem to have the best chances of 
strengthening a programme when participation of teachers is on a voluntary 
basis. Obviously, traditional architectural designs for schools are not suitable 
for team teaching. Newer schools are being designed imaginatively with large 
open areas for instruction. And in some of the older schools the "Rattle of Je- 
richo" rages, as "the walls come tumbling down". 

lustnicthfial AUterials Centre, in newer schools or in modified existing 
structures, the emerging concept of an instructional materials centre provides 
challenging opportunities for the resourceful teacher. Tiic instruction;il mate- 
rials centre is sometimes referred to as a "library of learning resources" as it 
houses, in addition to books, such materials as films, filmstrips. pictures, 
charts, records, tape recordings, globes, and maps. To gain the maximum be- 
nefits from such a centre, the total school programme needs to be organized in 
such a way as to permit pupils to use the centre for independent study. 

CouthuiOiiS Progress Plans. Many schools aie experimenting with variations 
N in school progress. In North America, for many years a gratled system has been 
used in schools. Between Canada and the United Slates there have been some 
practical differences in the so-calletl gratle sthools. In other countries different 
terminolog)' and organizational patterns have been used, but there is a number 
of common basic principles. Kssentially, school programmes were organized S'- 
that pupils were expected to complete, with a reasonable degree of mastery, a 
predetermined sequence of work in a prescribed period of time. This basis for 
organization is now being challenged. 

An exhaustive survey of the variations in school and classroom organiza- 
tions is not possible, but the programmes are known by names such as non- 
graded, ungraded, levels, continuous progress, and streaming. 

The new programmes arc an attempt to provide pupils with the opportunity 
to progress through school by having the instruction adjusted to the pupils' 
achievement, rather than by having the pupils try to achieve arbitrarily estab- 
lished standards. Obviously tlu's plan is an oversimplification of the goals as 
new programmes are not necessarily the antithesis of traditional ones. Never- 
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thelcss, the innovations do rcflcrt a chnni^inq cmphiisis in or^ani^ationil 
patterns. 

Implications for Reading Programmes 

The imph'cations of or^^anizational changes are numerous for the leading 
programme specifically. The primary objective of a continuous or ungraded 
reading programme is to organize a flexible reading programme which pro- 
vides instruction and materials most suited to the needs of a particular group 
of pupils. Implicit in the theory of this kind of organization for a reading 
programme is the availability of a great number of alternatives for teachers to 
adjust their reading programmes to the progress of (he pupils. In practice, 
however, adaptability of in.struction is related directly to the re.sourcefulness 
of the teaclier and to the amount and kind of materi.ils available. 

The organization of reading groups is based on combined evaluations which 
include test results, teacher judgment, and in doubtful cases further evaluation 
by a reading consultant. After the initial evaluation teachers have the oppor- 
tunity cooperatively to assign pupils to one of a number of groups according 
to each pupil's reading achievement and expected rate of progress. Following 
placement in small groups the pupils may be moved from one level to the 
next higher le\'el or, if necessary, to a lower level for a short period of time. 
For children of a designated age ran^e, different reading levels are established. 
For example, pupils ages nine to eleven might be assigned to one of ten to 
fifteen different reading levels, 

A brief description of an ongoing programme illustrates even more speci- 
fically how organizational changes may affect the reading programme. One 
school uses team teaching in self-contained classrooms for the first three years 
and team teaching in the open-area facilities with no internal walls for the 
following three years. The school, accommodating 380 children, is equipped 
with an instructional materials centre. The staff consists of a principal, a vice- 
principal, fourteen teachers, a teacher librarian, a secretary, and a teacher aide. 

Because of new kinds of facilities and organization within the school, the 
reading programme has been modified. In the open areas of instruction a va- 
riety of kinds of lessons might be running concurrently. Occasionally, all pu- 
pils might participate as one large group. At other times, one or more small 
group lessons might be taught by different teachers in different corners of the 
room. During a large portion of the reading period a varying number of pu- 
pils would be engaged in individualized reading activities. As needed, pupils 
move freely to and from the instructional materials centre. In addition to this 
highly planned but apparently fluid organization, a number of additional pro- 
jects are pursued. For superior readers enrichment reading units utilizing a great 
variety of materials from the instructional materials centre are included from 
time to time. In addition, superior readers are responding well to an increased 
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emphasis on speech, choral speech, plays, ami litcraUire appreciation by slucly- 
in^ literary style and by listening to various literary forms on records or I apes. 
On occasion, pupil-team learning is implemented. Under a tcacher-guiileil 
plan one pupil is paired with another, partiailarly for specific review lessons 
on skills. The additional practice is deemed beneficial for the weaker pupils 
and reinforces the skills for the better readers. Not only are skills of reading 
being presented in a greater variety -of ways than previously but reports also 
indicate that pupils are reading much more extensively. The teacher librarian 
has initiated many new activities, such as, organizing reading clubs, co^ulur- 
ting story hours, and planning with teachers for suitable reading activities in 
the content subject. One pupil from each reading group is trained to check out 
books for his group so that the librarian is freed from some of the time-con- 
suming routine tasks in order to devote more time to professional activities. 

Some other schools provide open-area instruction on certain occasions by 
folding or sliding walls of otherwise self-contained classrooms. In a sense 
greater flexibility in organizational patterns is, therefore, prnvided. 

Special Problems in T ^grammes for Older Pupils 

The development of reading programmes for pupils ages tAvelve to four- 
teen is more recent than for younger pupils. Generally, it is agreed that this 
age is a period for refining reading skills by learning to read effectively on 
an increasing number of topics from an increasing number of sources. No one 
would deny the importance of having a continuous programme; yet in almost 
all patterns of school organization, there is an interruption in developmental 
programmes which, in practice, can be shown to have a marked effect on read- 
ing instruction. In North America this situation usually occurs between ages 
eleven and twelve. 

Currently for those schools which do provide reading instruction for this 
older group, ages twelve to fourteen, a variety of organizational patterns exists. 
Departmentalized instruction or teaching by subject specialists tends to be 
prevalent. The concern in this system is whether the rigid divisions in the 
school day impose restrictions which interfere with integrated learnings, 
particularly since reading does not have a content of its own but is a skill 
applied to the various subjects. In some schools special reading classes are 
taught "for those who need it". Such a programme will accomplish little in 
advancing the reading competency of all pupils. The range of individual dif- 
ferences will be extended with each succeeding year in a good piogranme. 
Therefore, it is essential that teachers are cognizant of these differences. 

Some of the new developments discussed previously may have imique im- 
plications for more advanced pupils. Team teaching might include not only two 
to four teachers instructing a large number of pupils in varied reading activi- 
ties but also a reading specialist teaming with a subject-matter specialist to de- 
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volop a programme which strcnqihcns the ;i]>]>Iitalion of rcaihng skills. As 
readers become increasini^ly efficient, then the nvnihihihiy of lime and mate- 
rials for independent study becomes extremely important. Instructional mate- 
rials centres may continue to play a vital role in the education of the pupil. If 
progress in acquiring reading skill i.s to be continuous, then the .system must 
make specific and direct provision for transmitting information on the achieve- 
ment of each pupil from one teacher to another. Of even greater concern is 
ihc sharing of information when a pupil is transferred or •graduated** from 
one division of the school programme to another. 

Conclusion 

Organizational chaagts in reading programmes should he undertaken when 
there is some evidence that the changes will facilitate progress of the indivi- 
duals. A good reading programme provides for the use of hooks on varied lev- 
els of reading difficulty. Tl;ere .should he large groups, .small groups, and in- 
dividual instruction. Skill devdopment .should he as.scsscd at frequent intervals. 
Diagnosis of strengths and weaknesses should be recorded on an individual 
basis. 

While research evidence has not been accumulated yet, some of the new de- 
velopments are worthy of serious consideration. The organizational changes 
disaissed are based largely on teacher cooperation in planning, on sharing ma- 
terials and facilities, on communication among teachers, and on frequent diag- 
nosis and appraisal. Hopefully, the children will benefit from a 'smoother 
ride" with continuous progress. 
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Selecting Methods for Evaluating 
Reading Progress 

EvKRv TtACHtR shouki appreciate the fact that evaluatin;- leading progrcj>s is 
closely tied with the instructional program. The ter ,ner must discover the 
strengths and weaknesses of each child in order to adjust instruction to the 
needs of all pupils. 

A major task of the teacher is the selection of methods to be used in eval- 
uating reading progress. Both formal (stiindardized tests) and informal tech- 
niques are used to appraise a child's reading status, whether adequate or defi- 
cient. Such an appraisal will furnish the teacher with information to use in in- 
dividualizing instruction. 

To adjust a child's instruction in reading to his specific needs, it is necessary 
to evaluate his reading abilities at intervals, such as when he enters grade two 
ind then as the program of instruction develops sequentially. There should be 
periodic measurements of rcailing ability, in addition to day-by-duy observa- 
tion and checking by the teacher The techniques employed at any given time 
will depend upon what is to be appraised; i. e., one method may be more use- 
ful for evaluating skill in some aspect of word recogm'tion, another for a spe- 
cific study skill. 

This discussion will be limited to u.se of standardized tests, informal read- 
ing tests, teacher observation, and records. 

Standardized tests 

Standardized tests are mea.suring devitcs of eslal)lished reliability and valid- 
ity. They furnish norms or standards of achievement for a specific series of 
school grades. Ordinarily these tests are readily scored, and usually the scores 
are easily interpreted by the teacher. When a standardized test is used, the 
teacher, through reference to the norms, can ascertain the grade level of a pu- 
pil or of a class. 

Two general types of standardized reading tests are available. The survey 
tests, such as the Gates-Macginitie Reading Survey, are used primarily to ascer- 
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lain a pupil s level ul" .kliieveiiieiil u\ birJi basic reiuling abilities as votahulary, 
comprehension, ami speed. The dia^iv^slic tests enable the teacher tu discover 
a pupil's strengths and weaknesses in such specific skills as word perception, 
understanding sentences, and noting details. Some diagnostic tests, such as the 
Silent Reading Diagnostic Tests, are group tests; others, such as the Gates* 
McKillop Reading Diagnostic Te'.:s, are highly specialized for diagnostic pur- 
poses. 

To select a standardised test, the teacher should examine such lists as those 
given in Tinker and McCullough (.5) and in the Sixth Mental Measnremenf 
Yearbook (2). After deciding which test or tests might be used, the school 
should obtain sample copies with manuals of directions of the tests selected 
for consideration. Items to consider in selecting a test are abilities to be mea- 
sured, scope of grade levels, ease of scoring and interpreting scores, cost, and 
time length of testing. 

The directions for administering a stamlardised test have been carefully de- 
signed so that the child taking the test can operate under the most favorable 
conditions for eliciting a valid measurement of his reading ability. And all 
published norms have been obtained under the conditions of use prescribed hy 
the standard directions. Therefore, to make sure that the obtained scores are 
meaningful, it is necessary that the directions for administering the lest he fol- 
lowed exactly ;is given. Any deviation from the standard directions will pre- 
veat a valid interpretation of the obtained scores. 

Informal Reading Tests 

The two most common kinds of informal reading tests are workbook tests 
and teacher-made tests. They are informal in the sense that ti.ey are not stan- 
dardized. These tests are employed for the day-by-day appraisals needed in in- 
dividualized teaching. The workbook tests are concerned largely with measure- 
ment of word identification and recognition skills, vocabulary, and comprehen- 
sion. For the most part, such tests measure what is presently being taught in the 
accompanying basic program. An examination of the responses to the test 
items will frequently furnish important information on sources of reading dif- 
ficulties so tliat prompt remedial measures may be taken. 

Workbook tests measure success only with workbook materials which ortii 
narily cover only part of the tasks of any daily lesson. Therefore, the most 
satisfactory appraisal of daily progress can best be made by additional infor- 
mal testing through use of tests made by the teachers themselves. The types of 
items in these tests are selected by the individual teacher. The make-up of the 
tests tends to approximate that in workbooks and standarui^jed tests. Teacher 
manuals which accompany series of readers usually provide helpful suggestions 
for construction of test items. 

Due to the manner of construction, teacher-made tests are readily adapted 
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lo checking; daily, weekly, or monthly i)ru^i;rci»s in lcarniii|;. 'I'Iicnc iiilDinuI 
Icsls reveal strengths and weakncssess of pupils and thus provide infomulion 
for guidance in adjusting instruction to individual needs. 

Informal oral reading tests are especially useful for guidance in readini; in- 
struction. A systematic informal measure of oral reading proficienty can he ob- 
tained readily by use of selections in a carefully ^i;rai.led series of hasic readers, 
or one can use specially prepared test material such :is Smith's Graded Selec- 
tions for Informal Reading Diagnosis (3, 4). The teacher works with each 
child individually and notes his accuracy of pronunciation and degree of com- 
prehension as he reads selections of increasing difficulty. Different levels of 
performance, as outlined by Betts (/), are readily ascertained by this method: 
level appropriate for extensive free reading, the instructional level, and the 
frustration level. The oral reading test can also furnish ini'orniation useful in 
guiding day-by-day if :/ .^tfon. Analysis of the recorded errors will disclose in- 
dividual needs by i inadequate use of verbnl context, lack of .siJII in 
phonetic and structc vi ♦o .jysis, and determination of whether the difficulty 
tends to arise at the beg.nning, middle, or end of words. 

The use of the informal teacher-made tests makes it possible for the teacher 
to maintain intimate contact with each pupil's progress in learning to read. 

Teacher Observation 

Observation by the teacher of pupil behavior and jnipil responses ni the 
reading situation provides extremely useful information for aj^praisiiig the jiu- 
pil's growth in reading. This information, obtained by direct study of the 
child, is of great value as a supplement to the test results for followiiij? ^I^y- 
by-day proficiency in reading. The teacher ^an employ observation for more oi* 
less continuous appraisal of pupil success in learning what is being tauglit. Tlie 
knowledge gained by such observation also provides a basis for whatever .shifts 
in emphasis may he needed to meet individual needs. 

Occasionally the teacher, to better understand a pupil, can make use of one 
or more personal conferences. Such conferences afford an opportunity *o follow 
up leads derived from more general observation, to fill gaps with information 
not acquired earlier, and to strengthen the self-confidence of the child and his 
relationship to the teacher. Only by such direct observation can the teacher 
evalurite a variety of attitudes connaled with reading which determine in large 
measure the child's readiness to make satisfactory progress. The teacher per- 
ceives signs of eagerness and joy with which the child approaches reading or 
the indifference or distaste whidi spells avoidance reactions. By such observa- 
tions made at intervals any change in tlie child's attitudes towards the reading 
situation may be noted and used as a basis for modifying the instructional 
methods when indicated. Close watching also shows the teacher how pro- 
ficiently tl-.e pupil employs study skills. For instance, he can note how effec- 
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lively tlic pupil locates iiiforni.ition .ukI sdccls materials. St.uulardi^cJ tests 
cannot he expected to yield adei|iiate evaluations of this sort. Though these 
informal measures of reading pr()i;ress may Luk objectivity, the able and ex- 
perienced teacher can use them to advantage. 

Record!) 

It is not safe for any teacher to depend entirely upon memory for coordina- 
ting and appraising the strengths and weakncssess of the thirty or so indivi- 
dual children in his class. Tor this reason, he should keep records, preferably 
anecdotal and cumulative. 

When the significant aspects of informal observation arc no*cd in anecdotal 
form, the result is called an anecdotal record. These notations describe specific 
episodes or reactions to specific situations. I'or the most part, such anecdotes 
arc concerned with reading situations or behavior related to reading. Although 
the anecdotes may later be employed in appraisal, they are at first written 
down merely as descriptions of incidents; for example, "John is now making 
real progress in combining verbal context clues with phonetic analysis when 
he identifies new words". A series of these notes may supply an important 
supplement to other observations and measurements used in appraising growth 
in reading. 

When accumulated in usable form, certain data on a child constitute cumula- 
tive records. These data may consist of a teacher s records and observations, 
standardised test scores, anecdotal records, and data on strengths and weaknes- 
ses in one or another iispect of reading performance. When kept up to date, 
material in the cumulative record may be coordinated to evaluate patterns of 
behavior related to reading and to appraise growth in reading achievement. 
Especially valuable is the long-term pattern of behavior changes and reading 
development as revealed by cumulative records. In this pattern continuity and 
direction of growth in reading may be readily discerned. 

In summary, one may note the following points in selecting methods for 
evaluating reading progress: I) In choosing a standardized lest, the teacher 
must decide what he wishes to measure, such as vocabulary knowledge or 
word recognition, and then select a test that has a sufficiently wide spread of 
possible scores and is a reliable and valid measure of the particular ability to 
be measured. 2) Sample copies of standardized tests should be obtained for 
inspection prior to ordering in c|uantity. The directions for administration 
should be checked for clearness and for ease of interpreting, the obtained 
scores. The test chosen should be given hy follov.ing the directions exactly as 
printed. 3) Informal teacher-made tests should be constructed rarefully to 
measure what is being presently taught. A) Oral reading tests should be care- 
fully organized if taken from a series of basic readers, or tests already printed 
may he employed. 5) Both anecdotal and cumulative records should be well or- 
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gani^cd, dated, and kept up to date. 6) The results of measurement should be 
used to adjust instruction to individual needs of pupils. 

RLrLRtNCLS 

1. bctts, U. A. I'oumiiUhns of RcMiiiig Itisiructiou. New York: American Wnok, 1957. 

2. burns, O. K. (Ld.). The Sixth Mctital Mcusurcnmn Yotrbook. Hicliland Park N I • 
Gryphon Press, 1965. 

3. Smith, Nila Bantnn. Gnided Svlcctions for Itijoruul llcadiiig Dittgiiosis, Grades 1 
Through 3. New York: New York University Press, 1959. 

4. Smith, Nila Banton. Graded Selections for luformal Reading Diagnosis Grades Vonr 
Through Six, New York: New York University Press, 1963. 

5. Tiiiker, M. A., and C. M. McCulloufih. Teaching nUntent.iry Heading (^rd ed ) 
New York: Appleton— Century— Crofts, 1968. 



K8 



Oliver ANDRtstN 



CHICAGO STATL COLLLGIi 
CHICAGO. ILLINOIS 
and 

LliUNARU CoURTNliV 

s r. MARY S COLI.LGL 
WINONA. MINNESOTA 
UNITED STATES OF AMERICA 

Integrating Reading Instruction 
with Subject Matter 

Among his many ri-sponsibilities a subject-matter teacher at the higher 
academic levels has three basic obligations. First, he must lead his students to 
an understanding of the important concepts of his specialty. Second, through 
classroom activities the teacher must help his students relate these concepts to 
the universe. In other words, students must be directed to apply the concepts 
learned in school to the solution of everyday problems. Third, the teacher must 
give instruction in the area of reading comprehension. Since reading is the 
process through which most learning is acquired, instruction in reading is im- 
perative for successful understanding of the content being studied. 

A basic complication in the fulfillment of these obligations is the range of 
differences among the students. Also, a teacher soon becomes aware of the 
variance of background among his students. How, therefore, can a subject- 
matter teacher design learning activities incorporating instruction for the 
enhancement of reading comprehension and background of experience? Also, 
how can he differentiate the difficulty of these activities in the light of his 
students' needs? 

The learning activities grid 

The purpose of this paper is to present a "tool" to aid the teacher in these 
tasks. This tool is a bilinear grid consisting of two axes. The vertical axis re- 
presents five levels of reading comprehension skills ranging from the literal 
level (the easiest) to the creative level (the most difficult). The horizontal 
axis represents the types of experiences to which a concept in a printed selec- 
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lion can be related. These types of experiences range from personal experiences 
(most familiar to the reader) to absolute experiences (least familiar to the 
reader) . 

Any learning activity involving reading can be plotted at a junction of a 
line from the vertical axis (reading comprehension levels) and a line from the 
horizontal axis (types of experiences). By plotting his learning activities on 
the grid, the teacher can assure himself that these activities include tasks en- 
hancing botJi reading comprehension skills and background of experience. 
Also, he can differentiate the activities according to their degrees of difficoilty. 
Using the grid in this manner will aid the subject-matter teacher in fulfilling 
his three basic obligations. (See Figure 1). 



Figure 1. Learning activities grid 



Levels o£ Reading 
Comprehension Skills 



Creative... 5 




Typoo oe Experience 

The student 

When a high school teacher contemplates the complexities of his profession, 
he should remember the confusion often experienced by his students. Not only 
must they learn new concepts, they must achieve this mastery during the most 
confusing years of their lives. 
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Perhaps ihc most sensitive representation of this adolescent dilemma is the 
statue of the h'ttle mermaid in the harbour at Copenhagen. The statue depicts 
Hans Christian Andersen's little mermaid who abandoned her home and fami- 
ly in the sea in order to win a handsome prince and an immortal soul. She did 
not win the prince; and at th.e end of the story her entry into paradise is left in 
abeyance for three hundred years. And so now she can be seen waiting on her 
rock, gating nostalgically at the *>e:i — her childhood home. 

The little mermaid, of course, depicts more than a character in a fairy talc. 
It symbolizes the perplexities of all adolescents who must abandon childhood 
for the problems and responsibilities of the adu't world. 

To illustrate the use of the learning activities grid, therefore, let us assume 
that we are concerned with a high school literature class which is reading the 
story of Andersen's "Little Mermaid" as an example of an European classic for 
children. 

Reading comprehension learning activities 

Reading comprehension is primarily concerned with those skills by which 
the reader both understands and reacts to what the author is saying (2). These 
skills can be divided into five levels, 

1. Litcrdl level. At this level the reader recognizes and understands (he 
author's stated ideas. 

To enhance reading comprehension at (his !'..vel, students should he direct- 
ed to perform tasks requiring this level of understanding. A cjuestion rctjuir' 
ing the recall, recognition, or knowledge of a stated fact in ;i reading selec- 
tion would be this kind of task. 

An example concerning the story "The Little Mermaid" would be the 
cjuestion: "Why did the mermaid wish to become a mortal?" In the story the 
mermaid is quoted as saying that she will do anything to win the handsome 
prince and an immortal soul. 

2. Interpretative level. At this level the reader understands not only the 
s(ated ideas of the author but his implied ideiis as well. In short, the reader sees 
implications or "reads between the lines". 

A task requiring this level of understanding of reading material is the fol- 
lowing question: 'To become mortal the mermaid knew that she had to en- 
dure continual physical pain. And even then if the prince did not marry her, 
she would turn into foam on the sea. Yet, she chose to take this chance. Why?" 

Although it is not stated in the story, the implication is strong that the little 
mermaid was willing to endure torment and the risk of death for a brief time 
as a mortal. 

3. Critical level. At this level the reader understands not only the ideas, 
both stated and implied, but passes judgment on them \\^ the light of his 
own experience. 
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A task requiring reading comprehension at this level calls for the evaluation 
of the author's thinking by the reader. This judgment must be supported by 
evidence within the selection. Following is an example of a question re- 
quiring this level of reading: "As the story ends, the mermaid does not marry 
the prince; yet, there remains the possibility of her immoriiility. Therefore, 
do you think her choice to become mortal was a worthy one?" 

Here the student's opinion when reacting to the question is not so im- 
portant as the logic he uses. The teacher, therefore, must challenge any reason- 
ing by the student which is inadequate. 

4. Assimilative level. At this level the reader not only understands, inter- 
prets, and evaluates the ideas in print but incorporates the valuable aspects of 
these ideas within his own thinking. In other words, the reader becomes a 
"coauthor" of an idea in print by combining it with thoughts from his pre- 
vious experiences. 

To read at this level the student must be able to analyze, synthesize, or trace 
the logic of a complex concept. Often he may need to do some research to 
comprehend what he reads at this level. An example of an assimilative level 
task would be to prepare a discourse on the theological implications in Ander- 
sen's "Little Mermaid". 

5. Creative level. Creativity is generally recognized as the highest of all the 
higher mental processes. Reading at this level involves imaginative treatment 
of ideas, resulting in new insights, fresh ideas, and new organizations of 
thought. 

Occasionally, after a partiadarly stimulating learning experience, a student 
is ".set afire" with ideas for activities or projects of his own. If his ideas are 
sound, he should be given the opportunity to carry them out with as much in- 
dependence as possible (i). An example might be a student's translating 
"The Little Mermaid" into a musical composition. 

The relating of concepts to types of experience 

A concept is not meaningful to a student until he applies it in terms of his 
own life. Such an application, educationally speaking, is an experience. Speri- 
fically, then, experience can be defined as the intellectual application of a con- 
cept to a given situation. Since experiential background is essential to com- 
prehension, a student should learn to relate concepts he learns in the classroom 
to as many different types of experience as possible. 

The writers of this paper have divided the range of experiences into five 
types. These types are defined according to their relevance to the reader. 

1. Personal experience. The most relevant type of experience is first-hand. 
In order to recall a fact, interpret an idea, or criticise a concept, the student at 
least must draw upon first-hand experiences. Such an activity would be the re- 
lating of a concept to a personal experience. An example of a question calling 
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for rliis type of activity wouiJ be: "Explain your reactioi:s to the story, The 
Little Mermaid* In responding, the student at least would draw upon his 
own opinions and feelings. 

2. Vicarious experience, A vicarious experience is second-hand. When a stu- 
dent relates a concept he is reading to one he has heard of or has read about 
before, he is relating his learning to this type of experience. An example of 
a question calling for this type of activity would be: "Compare the fate of the 
little mermaid to that of Cinderella". Hopefully, by judicious questioning from 
the teacher, the student would realize that Cinderella was given her goals 
whereas the mermaid had to struggle for hers, Consequently, the story of the 
mermaid is a truer interpretation of life. 

3. Conditional experience. When training a student's thinking processes, a 
teacher often adds a "condition" to reality. Questions beginning with "But 
what if . . ." or "Let's say that . . ." lead the student to relate a concept to a 
situation somewhat different from what he is accustomed. Such questions, 
therefore, lead him to relate a new concept t(* a conditional experience. An 
example would include the following: "What if the little mermaid had mar- 
ried the prince? Would the story be as effective as it is now?" Hopefully, 
the student could be led to realize that such a turn of events in the story 
would destroy its profound commentary about life. 

4. Hypothetical experience. Again to encourage facility in thinking, a teach- 
er occasionally will describe to the student an entirely new frame of reference 
or "universe" for the student to cope with. The new universe is an example 
of a hypothetica] experience. A question calling for this type of experience is 
"Should a boy marry against his family's wishes even if it means his being dis- 
inherited?" Although a student's response will be an opinion, he should sup- 
port it logically under the circumstances presented to him. 

5. Absolute experience. Most sophisticated people recognize a "oneness" 
or central theme to the universe. Consequently, a student who has a thorough 
grasp of a new concept can see its relationship to many others. Seeing such re- 
lationships might, therefore, be termed a.s approaching absolute experience. 

For example, let us say that a student in a class has worked for a scholarship 
at the price of great personal hardship. Yet, the scholarship is finally denied 
him because of his race, creed, or family status. His friends in the class, having 
understood the story "The Little Mermaid", would sense the suffering com- 
mon to the mermaid and their disappointed friend. Consequently, rather than 
being unaffected by such an event, their minds would now be open with pro- 
found compassion to the student's suffering. 

Conclusion 

The grid, then, is to guide the teacher in the designing of learning activities 
for his subject-matter courses. By plotting the learning activities on the grid, 
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the teacher can assure himself that he is not neglecting tasks which will en- 
hance the reading skills necessary for his course; nor will he neglect the skills 
which will promote the students' relating of these skills to the problems of 
their universe. 

Also, although the class might be working on a single reading assignment, 
all students need not be directed to perforin the same tasks. Rather, .students 
may be grouped according to which point on the grid each one seems to per- 
form at his best. 

For example, during the reading of 'The Lrttle Mermaid", on« group could 
be answering a list of questions requiring literal responses related to the per- 
sonal experience of reading the story (grid rating: la). Another group might 
be directed to paraphrase the story in the style of james Thurber (grid r.it- 
ing: 2b). A third group might evaluate the story under the supposed condi- 
tion that it had recently appeared in a teenage magazine (grid rating: 3c). A 
few might study the life of Hans Christian Andersen and rewrite the story as 
he might have written it today (grid rating: 4d). One or two students might 
be launched on activities of their own design and within a frame of reference 
of their own choosing. An example might be their writing a mu.sical comedy 
based on the story (grid rating: 5e). 

Hopefully, then, by studying the story as subject matter, each student will 
leave the story with understanding of concepts about life as seen through the 
eyes of Andersen's genius. Also, hopefully, because of reading instniction, each 
student will leave the story with better reading comprehension skills. Finally, 
because of the enrichment of his own experiences, each student will leave the 
story with a broader understanding of how to think about his own universe. 
By this threefold growth he is, therefore, better prepared to meet the frontiers 
of new learning yet to come. 
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Reading Centers in Remote Areas 

In the jungle mountains of Northern Thailand, the lot of the hilltrihe 
\ groups, numbering approximately 302,000 individuals, is a very grave one. 

• These people differ from the Thai population in ethnic, ailtural, and linguis- 
tic characteristics. Their livelihood was derived in the past from "slash and 
burn" farming of rice and opium. The Thai government has passed laws mak- 

• ing this method of farming, cultivation, and sale of opium illegal. Without 
; adequate Thai government assistance, the hilltribers can only wallow in desti- 
tution or return to their old but now criminal practices. A desire to raise these 

; people to a more acceptable means of income stems not only from a humani- 

; tarian interest in their economic and civic welfare but also from a fear of anti- 
government activities by an indigent people at odds with their government. 
{ The hillt.-ibes live in remote and diffiadt areas, almost inaccessible to any- 

f one. Finally, the government of Thailand began to take an active part in the 

I hilltribe problems, and, therefore, programs were instigated to help the hill- 

J tribers become economically sufficient by encompassing various aspects of a 

\ pressing social problem. 

Today, the work is being done on a larger scale. Attention is being focused 
on three main problem divisions areas: education, resettlement, and occupa- 
tional improvement. Obviously, the magnitude of the condition involving so 

1 many different types of people cannot be underestimated or ignored. What is 

I necessary is the realization of the task, 

! In order to begin the massive- effort, the government, working to a great 

i extent through the Border Patrol Police, chose different types of strategies. 

The Thai government selected the Border Patrol Police, a unique and unusual 
I agency for modernization, largely because it was the only Thai government 

I presence in these remote areas. One strategy of this agency was the establish- 

l ment of development centers in over sixty selected villages. In these areas are 

schools and agriculture centers in varying phases of development. Trained 
Thai college graduates, used a^ specialists, and the Border Patrol Policemen 
give advice and direction to the centers on such matters as improvement of 
crops, irrigation, education, animal husbandry, and sanitation. The Thai gov- 
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crnmcnt has provided material to help in the form of agricultural and medi- 
cal supplies, teaching aids, and building material. It was expected that the cen- 
ters would succeed and flourish, under such a seemingly comprciiensivc and 
optimistic plan. 

An Analysis of the Problem 

These centers have proved unsatisfactory. Indicative of the unsatisfactory re- 
sults is the inability to produce any amount of continuing activity to which 
the villagers will subscribe for any length of time. When the Border Patrol 
Policemen leave, the villagers usually return to their old practices — showing 
a lack of interest or care. In one village, the hilltribers did not prevent a cow 
from entering the school and eating portions of the teaching aids. Many hill- 
tribers do not believe that the development centers are there for the villagers 
but rather for the good of the Border Patrol Police. These people feel suspi- 
cious of ulterior motives from the donors of assistance, because in hill tribe 
society where life is hard no one ever gives awiy anything for nothing, except 
on festival occasions. An example is their attitude toward the seeds and fruit 
trees given to them. They feel that these articles could not be too good, other- 
wise the Border Patrol Police would keep the articles for their own use! 

Living as they do from day to day, hilltribers do not appreciate the value of 
long-range planning or training. They are overly critical if young fruit trees 
cannot produce within the span of a single season. A father of a boy who did 
not attend school asked "the father of a school child, "What is the use of school 
attendance.^" He pointed out that his child spent a profitable day hunting, 
while the schoolboy spent all day in a school just thinking about hunting. 

There is always the "let them-alone" attitude. For some tourists the condi- 
tion of these people means more interesting subjects for photographing. For 
some research scholars these poor conditions mean unmarred research material, 
and for some government officers they mean no more headaches. 

The ailtural difference between the hilltribers and those sent to help them 
at development centers very often appears extreme. Time after time advisors 
and planners, no matter how well trained, seem to misjudge hilltribe reactions. 
Often the things that the planners think will be most welcomed and apprecia- 
ted are ignored. 

The hilltriber, on the othf hand, experiences a feeling of inferiority when 
he comes in contact with I jrder Patrol Policemen or Thai specialists. The 
cultural and customary pra ;ices of the hilltribers, while valuable to him, can 
greatly impede his progres* . For instance, a lot of hilltribers think that there is 
traditionally only one ripLt way of doing things; new modern ways would 
cause calamity. The hil' riber finds security in supernatural things and longs 
for them as a point of relevance in his life. A person may walk as far as Ha- 
noi, if somebody tel! . him that there is a god there. A w'hole village may pick 
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up its belongii\i>s iiml Icjve because a bad omen such as ;i lame turtle h'mped 
into their village. The problems and obstacles are great — great enough to con- 
vince one that the effort of the development centers must be modified cr the 
program will lead to fiiilure. However, the welfare of the hilltriber, which de- 
termines to a great extent the security of Thailand, is so precious that a renew- 
ed effort must be made and the obvious causes of failure muse be corrected. 

The ideology behind the building of centers is basically sound, but often- 
times it does not work. Some mistake.s are inevitable, since in most new pro- 
jects trial and error must be used. One explanation of problems may be that 
the pride of the hilltriber is hurt. He feels that he should be able to give some- 
thing in return for services' rendered him. Maybe his intelligence, too, is often 
underestimated. When a lhai Government officer is insincere in his demon- 
stration of qood will or friendship toward the hilltribers, they can sense it. 
Sometimes anti-g overnment agitators will enter a village and tell about evils, 
such as corruption in the government. In such a case, a counterexplanation 
should be given, not just a denial of its existence. 

Readmg for Adults — A Way to Solve Proble.'?is 

An educational facet which has been ignoretl in the past in the development 
centers is that of teaching reading and writing to adults. The percentage of 
adult literaq^ in a hilltribe village is usually near zero; and if any one knows 
how to write, he most likely writes in Chinese. Foreign niis.sionaries have done 
.<;ome work in adult education, but their efforts are often misdirected by teach- 
ing Thai in a Romanized alphabet or by teaching the hilltribe words using the 
Thai alphabet. It is most important that adult hilltribers learn to speak, read, 
and write in Thai. This type of learning prevents confusion and opens com- 
munication and understanding with other Thai people and with the govern- 
ment. Both the hilltriber and the Border Patrol Police would gain many bene- 
fits from such a program. If the Border Patrol Police teacher taught hilltribe 
adults in the evening and children in the clay time, greater contact with the 
whole village would be gained. No longer w'ould the task of influencing 
people be difficult, for teachers are always willing to converse \sith the people, 
even about the presence of agitators, since an established relationship has been 
set up. On the other hand, the hilltribers also would gain many things from 
this venture. Village children would .stay in school because their parents would 
know something about the educational process and understand its value. 

Respect and approval for the work that the Border Patrol Police is attempt- 
ing might also be a consequence of .such training. The role of the Border Pa- 
trol Police then would be better understood. Instead of appearing like some- 
one who is an outside "snooper", a member of the police would become im- 
portant in the villager's everyday life. Distrust about ulterior motives would 
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vanish, and the overall welfare of the hilltriber, rather than only his secoirily, 
woiilil be secured. 



The task of getting adult hilltribcis into a classroom seems impossible since 
they do not value -things like distributed seeds or suggestions about irrigation 
and sanitation which may influence their daily life. The real reason that they 
do not appreciate education is tiiat they have never seen it as being personally 
relevant. It is acknowledged that every man has a certain amount of pride and 
wishes to hold his head high among hi5 fellow men. It is known that the poor 
man does not want to make any radical changes because he has never found 
anything rewarding — only backbreaking toil and endless drudgery. This sit- 
uation can be applied directly to the education of the adult hilltribers. It 
would be useless to gather them all into a classroom and start teaching them 
the alphabet or fundamentals of Thai patriotism. That can come later. First, 
these people must be introduced to learning in ways immediately interesting 
and useful to them. Remember, they expect fast results. 

A useful beginning approach to learning is first to teach the hilltribers how 
to read and write their names in Thai. They should see the usefulness of .such 
a skill. A recognizable signature lends legitimacy to documents (such as bills 
of sale), contracts, and agreements. Research has been done on what is partic- 
ularly interesting to the individuals of a certain village. If they like music 
and the playing of musical instruments, one starts by exchanging ideas about 
music with them. One teaches them how to read and write the names of in- 
struments, thcu 10 read and write some simple songs. It is tndy a joy to the 
hilltribers to see their beloved songs and poems in a written language! 

Another approach is that of teaching reading and writing while working 
along with other developmental projects. For example, if seeds are distributed, 
rather than only giving them out with an explanation of what they are and 
how they are used, the Border Patrol Police teachers seize the opportunity to 
let the people read and write a little. On a seed package there is a picture of 
a tomato and easy and short directions. Experience has shown, after learning 
how to read, these people were more eager to plant the seed and to take 
bet'jer care of the plants. One can do the same with other equipment and 
tools. Sometimes one can teach hilltribers to write directions for their own re- 
ferences. This approach would be applicable to a handicraft program. A hill- 
tribe handicraft sale center has been set up in town in 'the hope that this cen- 
ter will be a bridge between the hilltriber and lowland people. Hilltribers have 
a hard time remembering the details of an order, and so they ask to be taught 
how to write and read numbers, names of colours, and names of the designs. 
With a skein of colour thread as a teaching aid, the women can learn very fast. 
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When more careful research has been done, it is hoped a standardized texlhook 
cspecially for these hdltribe people will be developed. 

Having been exposed gently though directly and usefully to learning, it is 
expected that the hilltribers can be coaxed into the classroom of the develop- 
ment center or occasionally taught at their own houses. The Border Patrol Po- 
lice teacher also invites the adults to sit in the classroom with their children, 
not only to see what is happening in the school but to get a pleasant taste of 
classroom environment. From this point it should not be too difficult a task- 
to set up arrangements for a regular adult evening school. If the plan has not 
been discussed, the villagers could be led discreetly to suggest it themselves, 
assuming that they feel sufficiently at ease with the local Border Patrol Police. 

In the classroom, a teacher follows up the technique originally employed to 
initiate interest in education on the part of the villagers. Flexibility through the 
frequent use of teaching aids would be demonstrated on the part of the Bor- 
der Patrol Police teacher. Since some results are desired immediately, one con- 
centrates on reading for meaning. Phonetic constniction is a fine way to teach 
reading on a comprehensive and overall scale, but the entire process takes 
much too long. One of the greatest considerations that an instructor has to 
have in mind is the fact that he is dealing with a group of atlults, mature in 
their own fashion, with as much learning and intelligence potential as any 
other congregation of individuals; yet overestimations of learning potenliid 
should not be made. A seeming retardation of progress is not usually causetl 
by stupidity but by a clash of modes of thinking. Patience and- understantling 
from the instmctor are indispensable because the ways of the tribe arc molded 
by 'tradition. 

The classroom, as consistent with higher ideals of educational theory, is not 
just another place to drum out propaganda but a forum where ideas can be 
freely exchanged. The incessant use of propaganda, especially in the direc- 
tion of adults, is a characteristic of the totalitarian .9tate. Propaganda is desir- 
able not only to impart basic knowledge to the adults of the hilltribers but 
also to introduce the idea that the tool of rational thought can be applietl to 
adjustment in a world which has long since passed by. 

The vast technological and industrial revolutions which have been shaking 
the earth, the force of the impact growing as time goes by, and the worldwide 
clash of ideology between different political ideas are far removed from the 
hills where the village tribemen live. The whole promise behind adult educa- 
tion for hilltribers is that one cannot wait generations for change to take place 
nor even the space of time it will take for present school children to grow 
into positions of responsibility in the village. The hilltriber cannot wait either. 

One such tool of rational thought is that of critical thinking. Instead of 
feeding the villagers facts or propaganda, like the programming of a compu- 
ter, discussion of learned material or pertinent subjects are encouraged. 
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Responses and opinions from the Iiilllribers are eagerly soIicilcJ by the iastruc- 
tor who indicates that he cares and is interested in what the hilhribcr thinks. 
The villagers learn about the functions and purposes of their government as 
well as becoming enlightened about its faults. An objective discussion about 
the Thai system versus the one proposed by anti-government agitators could 
clear up fears and doubts relating to an allegiance to one or the other. 

A Border Patrol Poh'ce instructor should not, in this situation, let his loyalty 
to the government cloud anything he says. The fact is that one cannot believe 
in any system because it is perfect since so far no systems have proved to be 
so. The Border Partol Police teachers are urged to point out why the Thai sys- 
tem is better off with a concept of allegiance to a government because it \s 
one's own government. By their behavior and interest, the Border Patrol Ic.uh- 
ers, eventually infusing the villagers with the spirit to fight for their own land, 
have the ability to show that the Thai way is better. 

By means of topical discussions, the idea of progress is given considerable 
light. Perhaps puzzles could be presented for the people to solve, ones which 
A'ould demonstrate that there is more than one way to settle a problem. Ratio- 
nally approached, each method of solution can be dissected and the cisicst and 
most profitable method identified as a final solution. 

This approach will help the villagers cope with difficulties intelligently. 
Villagers would know, for instance, when they find riits in one of their fields, 
that there are more ways to solve the problem than burning the entire field. 
The concept that there is more than one way of doing things should lead to a 
greater appreciation for and insight into the thought processes of other people, 
who are unlike them, and give them an inkling of the high potentialities of a 
human being. The people must learn that progress will not destroy their way 
of life, if they are prepared for it, but will broaden their lives and give tiieni 
new proportions. The hilltribers need to be prepared for all life and to give it 
new proportions. The hilltribers need to be prepared for all kinds of adversi- 
ties; they must know that rational analysis exploring all possibilities is a good 
tool. They also should know that to survive they must see further than one 
season. Plans can be made on a long-term basis for future benefit, and an at- 
tempt nidst be made to train those people to see education as a po.s.siblc answer 
to their problems. 

Conclusion 

It is not our intention to use reading to "brainwash" the liilltriber into 
thinking like a modern Thai. We would, however, like to give them many 
things worth fighting for. It is very sad to see people starved and frightened. 
We cannot let 'them be swept away in an idealogicai conflict when they know 
only distortions and shadows of the truth and when their patriotism can se- 
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cure Ihc safety of the whole country. Nor should wc let them drift into the 
lowlands with the chance of doing only the lowest and most menial of tasks 
among their Thai brothers. Programs have been introduced which will allow 
the villager to realize that he can find a way to self-fulfillment. 
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A Variety of Books 

Some authorities include as literature only the creative works of imai;ination 
— ethereal, magical, fanciful, fictional works — and omit biogrnpliy, science, 
and other writing labeled "nonfiction". But is literature confined solely to 
certain topics, or does the treatment of the topic make the difference? 

The latter point of view recognizes the contribution that literary nonfiction 
makes to the total realm of literature, including literature for children as a part 
of that stream. And fiom the literature for children are drawn materinis of var- 
ious types or genre, on various topics and of varying levels of difficulty, to 
supplement the regular classroom materials in the basic school subjects. The 
supplementary books must meet the criteria of literary and artistic merit, each 
for its own type. In other words, a story must have a theme of significance, 
characters that are believably real (or believably fanciful), a plot that contains 
action and suspense, and a style that is appropriate, sincere, and vivid. Poetry 
must have an idea, a fresh way of seeing the ordinary, a rhythm and cadence 
befitting the subject, a natural (not forced) rhyme scheme, and a euphony of 
words that may sound like the full, round tones of an organ or the merry little 
notes of a street calliope. Nonfiction must be accurate in fact and feeling, pre- 
cise and clear-cut in language, yet present brighrt images and apt figures of 
speech. 

Such materials of many types contribute to the pupils' learning in several 
ways, only five of which will be discussed here. 

1. Books prepare the pupils for jttrther studies 

In the early years of a child's life, the background provided by books is 
obvious for example, as children Icam the traditional English Mother Goose 
rhymes like "Hey diddle, diddle**, they become acquainted with the labels for 
domestic animals — cat, dog, cow — as depicted so cleverly by Randolph Cal- 
decott (0 or Brian Wildsmith (2) in their illustrated editions. The wedding 
of Cock Robin, pictured so delicately by Barbara Cooney (3), shows a lovely 
bride in her traditional white dress and filmy veil, with the groom in proper 
formal attire and all the guests appropriately dressed for this iestive occasion, 
Other rhymes extend vocabulary and concepts, too. 
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Children in other countries also have their traditional nursery rhymes that 
are lunded down from generation to i^cncration orally until put into print and 
thus preserved intact. 

2. Books provide ir.foniuition that reinforces auJ supplvntcnts the textbooks 

From the simple Japanese picture book, Hippopotamus by Eriko Kishida 
(4), to others more complicated than this, stories about animals give informa- 
tion, even though in some the animals talk, oS they do in Robert Lawson's 
Rabbit Hill (^). Little Gcorgie, the hero, and the other animals are concerned 
because a new family is moving into the house. However, all turns out well; 
for they are "planting folk", and there is food enough for both the people and 
the animals. A Finnish book entitled Rabbits by Kirsti Korpi (6) tells of their 
habits and shows them in the cover picture well camouflaged for winter. 

Poetry adds another dimension, yet can provide factual information like the 
Norwegian poem about bats — the "flying mouse" that flits around from 
house to house and goes to sleep upside down in trees (7) — or the unique 
kiwi from New Zealand, who is very shy, in a poem by Ruth Coyle, "The 
Kiwi" 

Older boys and girls are fascinated by the ingenuity and fortitude of three 
unusual animal friends — ;i Siamese cat, an English bull terrior, and a I.ahora- 
dor retriever — as they trudge over rough Canadian terrain to return to their 
family. Their story is told by Sheila Burnford in her book entitled The In- 
credible journey (9)- Pupils are spellbound by the Newbery Award winner of 
1919, The King of the Wind by Marguerite Henry (iO), which tells about 
the ancestors of the famous racehorse, Man-o*-War. 

3, Books present a more detaded view than textbooks, for the latter so often 
must be compressed and inexpensively produced 

Individual books on a single topic can present a larger close-up view, a 
more detailed account than can a textbook. Books like the French Tit.., la 
Mesange by Anne-Marie Pajot (11), which shows wide-mouthed hungry bird:> 
waiting to be fed, can do this, but it takes most of two pages to do so. Like- 
wise, a familiar barnyard scene is pictured in a Swiss book on a larger scale 
than would be possible in a textbook. Here the picture of a big, proud rooster, 
resplendent in all his colorful glory, in the book Knirps by Max Bolliger (i2), 
covers a double page. Kauto, the friendly reindeer in the Norwegian book, 
Kauto from Kautekeino by Jan-Magnus Bruheim {15), is pictured in his nat- 
ural Arctic surroundings. 

Photographs add reality, too, and Chendru's pet lion cub is shown in beauti- 
ful, colored reproductions in the Swedish book, Chendrn by Astrid Sucks- 
dorff 
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•1 Books give aesthetic experience through u orJs Ami pictures 

Knowingly or not, a reader absorbs and reacts to the format and illustra- 
tion of books. Do You See What I See? by Helen Borten (7:5) helps him be 
aware- of h'nes and shapes, h'ke the triangle in the face of a fox or the beak of 
a bird. Books of art masterpieces, as reproduced in The First Book of Art by 
Pierre Belves and Francois Mathey (;6) from France, help readers become 
familiar with these famous works. Life Story by Virginia Lee Burton {17) 
shows the evolution of h'fe on earth through pictures that lead into and move 
along with the content of the text. Readers blow breezily along with the people 
in The Wind by lb Spang Olsen {18) from Denmark, for his pictures sweep 
across the pages with great gusto. Poetry includes "Autumn Rain" from a 
Swedish collection by Eva Billow {19) \ and The River by Satoshi Kako {20) 
is a Japanese story of a stream flowing down to the sea. 

5. Books put people itito the content 

Textbooks tend to be impersonal, but supplementary books can make other 
times seem contemporary and other places, familiar. \ou Will Go to the Moon 
by Mae and Ira Freeman {21) is a simple book, with less than 200 different 
words, and shows what is likely to happen on an expedition to explore the 
moon. The Day We Saw the Sun Come Up {22) describes the experience of 
two children who witness this glorious phenomena first-hand, and Follow the 
Sunset {23) tells of children around the world going to bed as the sun goes 
down and, thus, gives meaning to the concept of the earth's rotation. 

It is in the realm cf human relations thai literature excels in extending and 
enhancing a reader's concept of the world and his neighbors and of himself. 
A topic such as "Ever>'day Life" could be introduced with the simple Japanese 
picture book / Will Grow Up by Seiichi Horiuchi {24); then Everybody Has 
d Home {23) from Iran couH be added and put together with Home by Ka- 
mia Nair {26) from India, with illustrations showing Mother in her sari. Fa- 
ther ^is fabric shop, and the children in Western dress. To extend the con- 
cept stiil further, /;/ My Mother's House by Ann Nolan Clark {27) could be 
used, for it conveys the love and security fell by this American Indian child. 
Pelle, in Sweden {28), is just as proud of his new suit as the Iranian child is 
of his new red coat in a book of that title {29). 

Other books describe everyday activities of children, in Ali Goes to the 
Zoo {30) from Turkey and in Katheritie by Eh'sabeth Maclntyre {31) from 
Australia, where the heroine takes good care of her horse. David, Boy of the 
High Country by Georg Kohlap {32) tells of a boy in New Zealand playing 
and reading while his compatriot, a Jittle Maori boy, attends school in Hey 
Boy! (33). ^ 

Children learn to meet and face problems in books. In America, The Jazz 
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Man by Mary Hays Wcik (34) tells how he moves into the empty apartment 
across the street in Harlem from little crippled Zeke and how he relieves 
Zeke's loneliness and plays the tiredness out of tiie mother's feet. In Maine, 
little Sal loses her tooth but gets her wish of an ice cream cone, anyway, as 
told in One Morning in Maine (3^), which is written and illustrated by Sal's 
father, Robert McCloskey. The story of Sam (short for "Samantha*'), Bangs, 
her cat, and Moonshine, which is what her father calls tiie stories she tells that 
are not true, is pictured and told by Evaline Ness (36), and Sam learns that 
telling falsehoods does not pay. Robert McCloskey, whose stories are some- 
times reminiscent of his boyhood in a small town, in his book Horner Price 
(37) describes some of the escapades typical of such boys, including the well- 
known episode of the doughnut machine that will not stop. 

Ethical issues are also treated in books. Little Wanda is leased by the chil- 
dren because she says she has a hundred dresses all lined up in her closet at 
home; then the children find out these are her drawings (38). Crow Boy, who 
walks to school each moming alone and stays aloof from the group, is dis- 
covered by an understanding teacher to be able to imitate the various calls of 
the crows. His story is told and pictured sympathetically in Crow Boy by Taro 
Yashima (39). Hans Christian Andersen's story of The Ugly Duckling (40) 
teaches another lesson, as does Two is a Team by Lorraine and Jerrold Beim 
(41), which shows two little boys, one white and the other Negro, the advan- 
tages of working together. 

Well-written biographies of famous men and women add historical fact and 
portray characters with personality: Augustus Caesar, Queen Elizabeth I, and 
Napoleon; Pasteur, Galileo, and Newton; or Captain Cook, Henry Hudson, 
and George Washington. Biographies have been written about many sue): 
famous figures in history. 

Stories of frontier life in the American Midwest are vividly told in "The 
Little House" books by Laura Ingalls Wilder (42) and in Caddie Woodlaxvn 
by Carol Ryrie Brink (43). The nineteenth century is made believable by Little 
Women (44), Hans Brinker (4-5), and the Danish Peter*s Christmas (46) 
and Flight to America (47). 

Perhaps the greatest contribution that supplementary books can make is to 
give the reader the feeling that he is "there*'. Such books as Sasek's This is — 
series, represented by This is Hong Kong (48), pictures the streets, the people, 
and the buildings as they are and as they give distinction to each locale. The 
classic The Australia Book (49) and A Picture History of Australia (^0) com- 
bine history and geography, and a book of poems entitled One Sunday Morn- 
ing Early by Irene Gough (31) catches the Australian flavor well, as the in- 
troductory selection, entitled "Treasure", exemplifies. 

Exciting adventures, either folk tales or modern stories, extend horizons for 
readers by describing customs and taboos and values of other societies. Call it 
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Countge, a Polynesian legend told by Armstrong Sperr>' (32), relates how Ma- 
fatu found his courage; Djughter of the iMouutaim by Louise Rankin (33) 
describes Nepalese Momo's trek over the mountains to Calcutta to find her 
stolen red-gold llhasa terrior, Pempa; and The Good Master by Kate Seredy 
{54) traces the gentling of the spirited Hungarian tomboy Kate by her uncle, 
• the good master". Add to this last book, the majestic story of the Hungarian 
people as they journey to their promised land, which is told and illustrated by 
the same author-artist in The White Stjg (33), for the myths of these people 
are part of their heutage, just like the myths of Greece and Rome or the giants 
and trolls of Nor\v*ay. These latter are pictured so realistically by the noted art- 
ist Thor Kittelsen, (36), for he had, by his own admission, seefi one, though 
contemporary artist Marcia Brown, a non-Norwegian, manages also to capture 
their spirit in her Three Billy Goats Grujf (37). 

Unless the pictures and stories of other lands are authentic, young readers 
can acquire much misinformation!. Compare, for example, the Paris of Madeline 
by Ludwig Bemelmans (38) with photographs of the Eiffel Tower, the Opera, 
and Notre Dame, and notice the similarity of mood and detail. 

These few examples show several ways by which supplementary books of 
different t)*pes — fiction, poetry, folklore, and biography — provide readiness, 
reinforcement, breadth, and depth to science and the social studies and portray 
in historical and international perspective the ingenuity of man as he has 
approached his problems through time and learned how to cope with his sur- 
roundings and his neighbors. In the reading, a reader can play many roles in 
many eras; he can experience a range of emotions; and he can become sensi- 
tive to the recurring problems of mankind. But he can also efijoy books, for as 
Lillian Smith (39) has said so well: 



. . . there // magic in the writing of . . . (children's) books . . . The essence from 
which it is distilled can best be discovered in those books which generations of 
children have taken to their hearts and have kept alive, books which seem to have 
an immortality that adult books, so soon superseded by the latest bcst-sellcr. 
seldom attain. 

It is such books that supplement today's teaching and that help pupils real- 
ize the common humanity of man the world over. 



BIBLIOGRAPHY 

1. Randolph Caldecott. The Hey Diddle Diddle Picture Book. London: Warne 1879 

2. Brtan Wildsmith's Mother Goose. New York: Watts, 1964. 

3. Barbara Cooney. The Courtship, Merry Marriage, and Feast of Cock Robin and 
Jenny Wren, to Which is Added the. Doleful Death of Cock Robitt. Ntw York • 
Scribncr, 1965. 

4. Eriko Kishida. Hippopotamus, Kanda-.Tokyo: Fukuinkan-Shoten, 1962. 

5. Robert Lawson. Rabbit Hill. New York: Viking, 1944. 



126 



124 



Programs : Se.trc/j/fti^ an J SelecUni^ 



6. Kirsti Korpi. Janis. Helsinki: Otava, 1965. 

7. Inger Hagerup. SJ Rjrf. Oslo: Aschehoug, 1950, 

8. Dorothy Laycoclc and Ruth Coyle. TeU dMe About Sew Zealand: Poems for 
Children. Auckland: Pelorus, n.d. 

9. Scheila Burford. The lncred:ble Journey. Boston: Little, 1961. 

10. Marguerite Henr>-. The King of the W^ind. Chicago: Rand, 1948. 

11. Anne-Marie Pajot. Tit . .. h iWesjnge. Paris: Hatitr, 1965. 

12. Max Bolliger. Knirps. Winterthur: Comenius, 1961. 

13. Jan-Magnus Bruheim. Reinsbukken Kauto fra Kautokeino. Oslo: Norei*. 1966. 

14. Astrid Sucksdorff. Chendru /Jr en Tiger. Stockholm: Bonniers, n.d. 

15. Helen Borten. Do You See What I See? New York: Abelard, 1959. 

16. Pierre Belves and Francois Mathcy. Premier Litre D'Art. Paris: Gauticr — Langue- 
reau, 1965. 

17. Virginia Lee Burton. Life Story. Boston: Houghton, 1962. 

18. lb Spang Olsen. Blaesten. Copenhagen: Gyldendal, 1965. 

19. Eva Billow. Jag Tycker Mest om Pljttar. Stockholm: Nordisk Rotogravyr, n.d. 

20. Satoshi Kako. The Rit er. Kanda-Tokyo: Fukuinkan-Shoten, 1962. 

21. Mae and Ira Freeman. You Will Go to the Moon. New York: Random. 1959. 

22. Alice E. Goudey. The Day We Saw the Sun Come Up. New York: Scribner, 1961. 

23. Herman and Nina Schneider. Follow the Sunset. New York: Doubleday, 1952. 

24. SeilcLi Horiuchi. / Will Grow Up! Kanda-Tokyo: Fukuinkan-Shoten, 1964. 

25. Lily Ayman. Everybody Has a Home. Teheran: Bongah-e Tarjomeh va Nashr-e 
Ketab, n.d. 

26. Kamia Nair. Home. New Delhi: Children's Book Trust, 1965. 

27. Ann Nolan Clark. In My Mothers House. New York: Viking, 1941. 

28. Elsa Bcskow. Pelles Nya Klader. Stockholm: Bonniers, n.d. 

29. Lily Ayman. The Red Coat. Teheran: Bongah-e Tarjomeh va Nashr-c Ketab, n.d. 

30. Ali Hayvanlar Bahcesinde. Ankara: Yayim, 1963. 

31. Elisabeth Maclntyre. Katherine. Sydney: Angus & Robertson, 1963. 

32. Georg Kohlap. David, Boy of the High Country. London: Collins, 1965. 

33. Jane and Bernie Hill. Hey Boy! Christchurch: Whitcombe and Tombs, 1962. 

34. Mar)' Hays Weik. The Jazz Man. New York: Atheneum, 1967. 

35. Robert McCloskey. One Morning in Maine, New York: Viking, 1952. 

36. Evaline Ness. Sam, Bangs & Moonshine. New York: Holt, 1966. 

37. Robert McCloskey. Homer Price. New York: Viking, 1943. 

38. Eleanor Estes. The Hundred Dresses. KQ\i York: Harcourt, 1944. 

39. Taro Yashima. Crow Boy. New York: Viking, 1955. 

40. Hans Christian Andersen. Den Grimme Aelling. Copenhagen: Gyldendal, 1963. 

41. Lorraine and Jerrold Beim: Two is a Team. New York: Harcourt, 1945. 

42. Laura Ingalls Wilder. The Little House in the Big Woods. New York: Harper, 
1932, 1953. 

43. Carol Ryrie Brink. Caddie Woodlawn. New York: Macmillan, 1935. 

44. Louisa May Alcott. Little Women. Boston: Little, 1867. 

45. Mary Mapes Dodge. Hans Brinker: or the Silver Skates. New York: Scribner, 1915. 

46. J. Krohn. Peters Jul. Copenhagen: Gyldendal, 1965. 

47. Christian Winther. Flugeten til Amerika. Copenhagen: Gyldendal, 1966. 

48. M. Sasek. This is Hong Kong. New York: Macmillan, 1965. 

49. Eve Pownall. The Australia Book. Sydney: John Sands, n.d. 

50. R. M. Crawford. A Picture History of Australia. London: Oxford, 1961. 

51. Irene Gough. One Sunday Morning Early. Sydney: Ure Smith, 1963. 

52. Armstrong Sperry. Call It Courage. New York: Macmillan, 1940. 

53. Louise Rankin. Daughter of the Mountains. New York: Viking, 1948. 

54. Kate Seredy. The Good Master. New York: Viking, 1935. 

55. Kate Seredy. The White Stag. New York: Viking, 1937. 

56. P. Chr. Asbjornsen. Illustrerede Eventyr. Oslo: Gyldendal, 1906. 

57. P. C. Asbjornsen and J. E. Moe. The Three Billy Goats Gruff. New York: Har- 
court, 1957. 

58. Ludwig Bemelmans. Madeline. New York: Viking, 1939. 

59. Lillian Smith. The Unrehctant Years. New York: Viking, 1967, p. 11. 



Richard Bamberger 



FUHRMANNSGASSE 18 A 
1080 VIENNA 8 
AUSTRIA 



The Joy of Reading 

The writer's contribution to this international forum is primarily based 
on the central European cultural sphere, in particular the German and Slavo- 
nic speaking areas and also, to a certain extent, France. Some ideas will, there- 
fore, seem quite self-evident to American experts; other ideas may not raise the 
necessary responses to Americans at all. 

The main drawbacks of the school reading matter of the past have been 
tkeir complete isolation, their lack of relevance to the children's lives, and 
F their complete disrega.J of private reading. As early as 1903 the German 

writer Heinrich Hart drew the following conclusion during the art education 
conference in Weimar, "More important than all school reading is the fact that 
the teacher should win a lasting influence on a child's private reading". 

"Supplementary reading" in the context of this paper is not only reading 
matter covered in school in addition to prescribed texts. Supplementary reading 
includes nonfiction read for the various school subjects and primarily that 
I reading usually called "private reading", i. e., the entire reading matter of 

: young people. Supplementary reading is, in fact, all the reading matter that 

I can open up the entire field of literature leading to an involvement with liter- 

{ ature and to its use in self-education. 

{ The final aim of this paper is to demolish the rift between school reading 

j and private reading, an aim which means that school materials should also be 

{ read privately and, conversely, private reading matter should also be read in 

;. school The more immediate task, however, is to establish bridges between 

\ school and private reading and to influence the entire reading habits of chil- 

> dren, so that positive literature replaces the negative. Each reader should 

fc receive what he wants and needs, according to his interests and potential. 

If one is to fulfill this aim of giving the reader what he needs and wants, 
in the light of his potential development, one must first know the reader. 
By this statement is not meant one should study him as a psychological type, 
evaluating his reading interests, his reading patterns, and his particular read- 
ing stimuli. Untill now it has been considered merely a question of finding 
the right book for the right child at the right moment. This axiom fascinates 
the librarians above all. 
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However, no one appears to have thought of asking whether that child could 
read a book or whether he had developed the necessary reading skill and com- 
prehension to be able to cope with books, not only the books for beginning 
readers but also books suitable for later stages. A number of studies on this 
problem were conducted during the past few years in Austria; and the concept 
of "book readiness" was examined mainly from the point of view of reading 
level attainment. These investigations brought the following paradox to light. 

Why some Children do not Read 

Many children read no books because they cannot read, and they cannot 
read because they read no books. To explain, in a large number of schools an 
average of 40 percent of the children could not read well enough to justify 
the hope that they might really enjoy reading a book. The inquiry, by the way, 
covered about 30,000 children and concentrated on their skill in silent read- 
ing. It became obvious that these children would hardly ever reach for a book 
on their own initiative* However, there were also many schools that showed an 
entirely different pattern: by the second school year 70 to 80 percent were 
fond of reading books* In the third and fourth years this percentage rose to 
even 80 to 90 percent. 

Investigations showed that reading instruction in the average classes was 
based on primers and readers by the old method of oral reading. In the excep- 
tional classes, the readers introduced supplementary reading matter which 
awakened a joy in reading from the very beginning. Two prerequisites were al- 
ways present here: 1) interested, well-informed, and alert teachers who were 
enthusiastic readers themselves and 2) abundant materials. The teachers raised 
eager anticipation through storytelling and reading to the class and provided 
easy picture books and children's books which the children could read by 
themselves to experience the joy of achievement. The books were provided by 
the Austrian Children's Book Club. 

The children's approach to the books was made easier by the teachers* tell- 
ing a section of the book, then reading to the children, and finally letting 
them read on» No distinction existed between school and private reading. Af- 
ter reading was started in school, it was continued at home. These tests of 
"book readiness" have no scientific pretensions. The tests are not meant as re- 
search but rather for practical application in school. They are intended as an 
"alarm signal" and as a challenge to the teacher* 

The procedure is briefly as follows: little 32-page booklets are distributed 
for silent reading; after half an hour or an hour the number of pages (or 
words) read by the children is counted; next to reading speed, perseverence is 
a primary sign of "book readiness"; subsequently, comprehension of content 
and understanding of the essence of the text are checked* 

Seen purely from the point of view of reading technique, the first obvious 
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result was that second grade pupils who read approximately 3,000 words in 
thirty minutes will usually read a book with pleasure. Children who read fewer 
pages need help. In the fourth year of school, children who cannot read 
approximately 4,500 words in thirty minutes can be considered as backward 
readers. These tests of book readiness are the basis for dividing each school 
class into three main groups: the best group, the group at grade level, and the 
group needing special attention. The primary task of reading education is to 
give all three groups suitable incentives. 

Supplementary Reading 

Among the many opportunities open to the teacher, primary concern is with 
supplementary reading. This category can be considered from two points of 
view: selection, (i. e. to what kind of literature is one to guide children?) and 
the methods of guidance towards literature. Selection usually takes into con- 
sideration the work units of school, and the teacher looks for appropriate read- 
ing matter. This phase is important as a vehicle of education, as a working tool. 
In literary education, however, it can be a disadvantage, for reading is then 
considered primarily as an agent for the transmission of knowledge. 

One should, however, consider this type of reading as an end in itself. The 
selection of reading matter should put less stress on educational value than on 
the aesthetic pleasure. Literary value takes first place, then follows the psycho- 
logical point of view, the adjustment to the young reader, and finally the edu- 
cational and instructive significance. More important than the selection is 
guidance towards such reading, Obser\'ance of the ancient pedagogic precepts 
"from the easy to the more difficult" is decisive — meaning not so much the 
matter of easy or more iiijjkuk literature as edsmg the reception of such liter- 
ature, smoothing the paths to books. Schools of the old type tried to meet the 
difficulties of a text through explaining difficult words, concepts, and psycho- 
logical background. This procedure did not make reading easier, only much 
more boring. 

One now knows that children primarily love subject matter, plot, and 
events. To win a child for a book, lead him into the subject matter, into the 
plot — indeed, even lure him into it. How is that possible? If, beside the 
stocks of school or class library, where each book is usually available in one 
copy only, important — i. e. particularly valuable, exciting, and suitable — 
books are made available in the same number as there are pupils (or books can 
be borrowed from a central institution) so that each pupil can read the same 
book not only in school but primarily at home. The teacher or some pupils in- 
troduce the book by telling a section of the story and reading a section to the 
class. Then the pupils read on in school and at home. 

This method seems to contradict the premise: the right book for the right 
child at the right moment. This conclusion is partly correct. However, there 
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arc a few books which arc so strong that they appeal to almost all children. If 
one succeeds by this method in educating children to become good readers, 
they will also find the way to selecting their books individually. Therefore, one 
of the main tasks of reading education is to provide each group with the right 
supplementary reading matter in addition to the official school readers. 

In Europe, and in particular in the German-speaking area, there is great 
respect for the original versions of books. Simplified versions, for instance, are 
unknown; and there is certainly no need for simplified editions for children 
who read well and eagerly. For backward readers, however, the question arises 
"What is better, having simple texts written by someone who is not capable of 
creating atmospheres or convincing characters.? or simplifying high quality 
books for these readers.?" In a spirit of senice to the readers and to the edu- 
cation of future readers of good books, this writer advocates responsible ed- 
iting of simplified versions for supplementary reading. 



Nonfiction 

Learning to read through books is, therefore, complemented by learning to 
work with books. Here again the right path leads from the easy to the more 
difficult and means adaptation to the abilities and the potentialities of indivi- 
dual pupils or groups of pupils. 

It used to be considered sufficient to point out the treasures waiting in the 
library to young people in their last, difficult years of school. One has since 
realized that habits must be established early if one wants to prepare students 
for life. Work with books must start in the earliest years of primary school. 
The habit of looking things up in encyclopedias and following up an interest- 
ing topic by referring to books suitable for the particular reading level ought 
to become firmly established. This suggestion may seem self-evident, but the^e 
are still far too many schoolrooms without even the most essential reference 
works. It is most important to introduce from the very beginning supple- 
mentary reading that is both easy and gripping, in addition to the textbooks for 
the various subjects. 

In England and America there are numerous series like The Story of Foody 
The Story of Clothing, of housing, of transport, coal, water, and the like. 
Others must study these series thoroughly and to encourage publishers to pro- 
duce books to fulfill that need for their respective countries. At present the 
usual policy is to produce translations because of the advantage of using the 
available pictorial material. However, children are not very fond of these books 
because all too frequently they contain foreign concepts and because points of 
reference to the familiar environment are lacking. One is aware of the fact that 
publishers will produce large-scale projects only if the prospects of success are 
good. Teachers and librarians, therefore, must make use of the few possibilities 
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available and systematically lead the children to books which correspond to 
their mental growth. 

In Central Europe there is massive opposition to books introducing children 
to foreign countries too early. The native land should be given prominence. 
This point of view certainly has some validity. However, the world now con- 
fronts the child at a very early age through television, films, periodicals, even 
in the windows of any large department store. One must make this confronta- 
tion with the encroaching world easier for the child and is, therefore, justi- 
fied in offering the child first books on the world at large as well as books on 
his own country, even during the first reading stages. 

Concluding Statement 

The English-speaking area has been able to amass much experience on the 
question of supplementary reading not only with regard to book production 
'i but also in regard to the use of books. Others can learn from this experience 

: but must not adopt it blindly. The central problem is fusion of tradition and 

' of new elements. If one knows the destination well, a way will be found. 

I The first aim is not merely to teach reading but to educate readers. He who 

[ has been taught to read has mastered a shill; he who has become a reader is a 

different person. In the confrontation with literature he has become conscious 
1 of his abilities and personality and has developed his own individual tastes. 

I This development of character and cultivation of taste have put him in a posi- 

i tion to make discriminating use of mass media. The second aim is a systematic 

t introduction to the world of books as a means of helping the individual adapt 

i to an ever-changing world as a means of continuous information and further 

\ education and also as an aid to developing a personal attitude toward life. 

J These tasks, the wakening of the personality and the comprehension of the 

^ world, present the most intrinsic cultural challenges of the times. Books have 

t a most essential contribution to make in this task. 

\ 
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Classroom teachers in the U.S.A. have varying amounts of preparation for 
teaching reading. Many have taken a course in language arts which includes 
listening, speaking, reading, and writing. Others have taken one or more cours- 
es in teaching reading, and a few have been carefully observed in their prac- 
tice teaching by reading instructors. In some instances, teachers trained for sec- 
ondaiy schools have been assigned to the early grades. Moreover, a number of 
teachers from earlier years have returned to teaching in order to meet the de- 
mands of the burgeoning elementary school population. Thus, the differences 
in preparation of classroom teachers have created a demand for specialists to 
help meet the needs of a diverse population of school children. 

Types of Specialists 

Various titles are used for reading specialists, many of whom perform simi- 
lar functions. A systematic survey by Devei (5), published in 1956, revealed 
thst different titles were applied to those who worked in schools, clinics, and 
in teachei' preparation. In her concluding chapter, Dever attributed the confu- 
sion, first, to the fact that this was a relatively new field in which at least 
one-fifth were "pioneers" without any preparation foi* their positions. Second, 
she concluded that positions were created hurriedly and that the limited num- 
ber of trained specialists resulted in promotion of able classroom teachers who 
attempted to develop the necessary competencies after assuming their positions. 

In the past decade, various writers have surveyed and delineated the major 
responsibilities of specialists who are given particular titles (7). Unfortunately 
there is some disagreement among writers. Likewise, there are marked differ- 
ences among the programs designed to prepare specialists who bear the same 
titles. Therefore, a brief resume will be given of the responsibilities assigned 
to specialists bearing certain trtles before a description of their preparation is 
presented. 

The remedial reading teacher usually serves one or more schools, and his 



133 



134 



134 



Teacher FuinCiUioft 



major function is to help pupils who are retarded in reading. He may teach 
small groups of children or, occasionally, individuals. In some instances the re- 
medial teacher also helps classroom teachers in meeting the needs of pupils, 
primarily to correct minor difficulties and to prevent the development of read- 
. ing retardation. 

The read'mg dhudafi is usually a member of the staff of a reading clinic, 
either in a school system or at a college or university. There are some private 
reading clinics in the U. S. A., varying considerably in the types of preparation 
of staff members. Some reading clinicians serve as members of tean« in units, 
such as language centers, hospitals, and the like. 

The reading clinician should be skilled in individual diagnosis and in offer- 
ing remedial instruction to severely retarded readers. Because of the gravity of 
the problems presented by reading clinic clients, the clinician must be con- 
versant with specialists in allied fields whose services may be needed to correct 
other factors which interfere with learning. 

Reading clinics connected with colleges and universities usually provide 
demonstration and practicum experience for teachers in reading. Clinics opera- 
ted by school systems often prepare remedial reading teachers by offering in- 
service training. In some school systems, teachers are assigned to clinics for a 
semester to develop competence in remedial instruction. 

The read'mg consultant, a member of the staff of one or more schools, has 
the primary responsibility of assisting the total school staff continuously in the 
improvement of reading instruction. In their handbook for the reading con- 
sultant, Robinson and Rauch (6) included the following major roles: resource 
person, advisor, in-service leader, investigator, diagnostician, instructor, and 
evaluator. In a small school system, the consultant may serve both elementary 
and secondary schools. In a larger system, a consultant may serve at either or 
all levels. 

The reading coordinator may be the administrator responsible for a number 
of consultants in the school system. In other schools, the reading supervisor 
or the language arts supervisor has this responsibility. The supervisor is usually 
responsible for rating teachers, handling budgets, and performing other ad- 
ministrative duties. 

College teachers of reading are those who prepare classroom teachers an J 
other reading specialists described in the previous sections. In addition to of- 
fering courses, many college reading teachers supervise their students during 
the apprentice-teaching period and offer a wide range of services to sdiool per- 
sonnel in their local and state areas. Most of them write articles or books, eval- 
uate instructional materials, and carry on some types of action or experimen- 
tal research. 

Researchers in reading are usually university professors who teach graduate 
courses, supervise masters' and doctoral students, and have some time allotted 
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to their own research. In recent years, a few persons are devoting full-time to 
reading research, usually in centers sponsored by the U.S. government. 

To summarize, a number of specialists in reading have been needed in the 
U. S. A. in recent years. Many ' specialists" have been inadequately prepared 
for their responsibilities. Only in recent years have selected colleges and uni- 
ver.'iities addressed themselves to the problem of preparing specialists rather 
than generalists. 



I 



Sources of Information 

In order to present a fairly representative description of programs for read- 
ing specialists, two sources were used. First, an extensive survey of graduate pro- 
grams was made by Wilson (8) who published a brief report from 
approximately 175 colleges and universities in 45 states in the U.S.A. and 
three provinces in Canada. However, no details of the programs were given 
to assist in the descriptions planned for this paper. 

Second, a questionnaire was devised and circulated by the writer, beginning 
in November 1967. The first mailing was to universities known to be engaged 
in preparing some types of reading specialists. Moreover, each respondent was 
asked to name other colleges and universities to which questionnaires were sent 
subsequently. In all, 133 questionnaires were mailed, and 94 replies were re- 
ceived from 23 states. Of those who replied, 84 offered special reading pro- 
grams while ten did not. Many of the respondents included program descrip- 
tions which were tabulated and summarized. 

All graduate programs included a master's degree, with various designations. 
Some degrees arc offered in reading; others, in language arts or in elementary 
or secondary education with a major in reading. A few master of science in 
teaching degrees are offered, some with field experience in schools. At the 
University of Chicago, a master of science in teaching degree is planned espe- 
cially for reading consultants. In addition to four quarters devoted to academ- 
ic courses, the prospective consultants spend a year as interns. 

Eight respondents have a sixth-year program, or a year beyond the master's 
degree. Some grant a special certificate in reading while others give a certifi- 
cate of advanced study. The programs differ in that a variety of types of spe- 
cialists are being prepared in different ways. 

The Ed. D. is given by 23 universities and the Ph. D., by 22, some of which 
offer both degrees. Generally the latter have a greater emphasis on research 
although there is considerable communality in the programs for the degrees. 
No mention was made of post-doctoral training elsewhere, although the Uni- 
versity of Chicago has had a post-doctoral research associate each year since 
1961. 

Many respondents stated that their programs were designed to meet their 
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respective state certification requirements and/or the minimum requirements 
recommended by the International Reading Association. 

Standards for Specialists 

Prior to I960 only a few surveys of the duties of specialists were available 
to guide colleges and universities in planning their programs. Furthermore, 
state departments of education did not certify professional reading specialists. 
As a result, many programs were extremely limited; often graduates were un- 
able to meet the demands of the responsibilities imposed on them by schools 
and colleges. In 1961 the International Reading Association prepared and 
approved minimum standards which were published. Revised standards (J) 
were published in 1965; a standing committee continues to reevaluate these 
minimum standards and has undertaken the task of differentiating standards 
for various positions. At the time this paper was written, the Minimum Stan- 
dards for Classroom Teachers (4) was the only other printed publication. 

The minimum standards for specialists are designed especially for those 
who work primarily with developmental and remedial reading in schools. The 
pamphlet states that reading consultants, supervisors, directors, and clinicians 
need further training; suggestions for the kinds of training are now being con- 
sidered. 

The brochure describing minimum standards for specialists of reading 
states that three years of successful classroom or clinical experience should be a 
prerequisite to admission. The specialist should have a master's degree or the 
equivalent in credits. A minimum of three courses in reading include 1) foun- 
dations or survey of reading; 2) diagnosis and correction of reading disabili- 
ties; and 3) clinical or laboratory practicum in reading which provides super- 
vised practice in diagnosis and remedial instruction. A second part of the pro- 
gram offers choices among courses in measurement and evaluation psychology, 
literature for children and adolescents, linguistics and language development, 
and/or curriculum and supervision. 

The minimum standards have been the essential guide to the eleven states 
in the U. S. A. that now license some types of reading specialists. Moreover, 
other states are considering special certification at present. 

Of the 175 programs listed by Wilson, only twelve reported that theirs did 
not meet these minimum standards. More than half of the 86 who answered 
the questionnaire for the present paper had expectations well beyond the 
minimum standards, and 46 replied that plans were underway to extend their 
present programs. Several types of additions were suggested but three predomi- 
nated: 1) a broader academic range, such as adding secondary and college lev- 
els to the present program for elementary specialists; 2) supervised practice 
in clinics or schools; and 3) research orientation such as critical reading of 
research, application of research findings, and design of action and/or experi- 
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mental research. There was a minor but growing trend toward understanding 
and working cooperatively with related disciplines, such as linguistics, neurol- 
ogy, psychiatry, and sociology. 

Programs for Preparing Specialists 

Specific types of preparation appear to have a number of common elements, 
as well as some unique requirements or expectations of the different colleges 
and universities. Some typical and a few deviatory programs will be described 
for each specialty. 

I' The remedial reading teacher is usually expected to have been a successful 

|. classroom teacher prior to entering the program. The majority of programs 

i; for special training in this area include some courses or understanding of his- 

\: tory, philosophy, psychology, and/or sociology of education. 

A course entitled foundations or survey of reading is designed to acquaint 
j;;: the graduate student with developmental reading plans so that he will know 

the sequence of skills developed at different grade levels and understand how 
i;. pupils acquire reading skills and abilities. This type of understanding is es- 

i|. scntial in order to assess the amount and character of retardation exhibited by 

I individual pupils who fall behind the regular developmental program and bc- 

\ '"ome retarded readers. 

I Most respondents mentioned one or two courses dealing with diagnosis and 

[ correction of reading difficulties. Some survey the causes of reading retarda- 

^- tion. Diagnosis, in all descriptions, gives intensive attention to familiarity 

i^. with informal and standardized survey tests and to some diagnostic reading 

I' tests. Graduate students are expected to become competent in administering 

I and interpreting the scores. Observations of diagnoses appear to make the 

courses more meaningful. Some courses provide acquaintance with screening 
tests to identify pupils who should be referred to refractionists or psychologists 
I' for further diagnoses in their special areas. 

I The corrective aspects include the study of methods of remedial instruction 

and familiarity with commercial instructional materials. A plethora of books, 
t workbooks, games, machines, and tradebooks is available. Recently some pro- 

J. grammed instructional materials have been published. Criteria for selecting and 

|v methods for adapting materials to the needs of small groups and to individuals 

^ within groups are essential parts of the courses. Methods for evaluating pro- 

I gress are included, and attention is usually given to the performance of pupils 

f in their own classroom groups. Observations of skilled remedial teachers may 

be a part of the program. 
I A third type of course designated as practium is usually a part of the prep- 

^. aration provided. Graduate students may diagnose and teach small groups 

t of children under the supervision of a master remedial teacher. 

I The reading clinician is expected to acquire the knowledge and competencies 
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of the remedial reading teacher. In addition, he learns the individual case-study 
techniques which permit greater breadth, depth, and accuracy of diagnosis than 
are possible in group sessions. 

Interview techniques are learned to acquire adequate case histories. In addi- 
tion, emphasis is given to individual testing of some or all of the following: 
intelligence, language development, aptitudes requisite to modes of learning to 
recognize words, identification of deficits in comprehension skills, and pro- 
blems of adequacy of rate of reading. 

Increased familiarity with factors that inhibit learning to read and with the 
research dealing with these factors may be considered essential. Instruction is 
usually given in administering and interpreting tests to identify children or 
youth with visual, neurological, hearing, and/or emotional difficulties. Ac- 
quaintance is provided with referral sources among allied professions. Ways 
to write effective reports to parents, teachers, and related professional groups 
may be scrutinized. 

Special attention is given to individually adapted methods of instruction and 
to diagnostic teaching. Teacher-made materials of special value to severely tc- 
tarded readers are illustrated. Prospective clinicians also learn to teach the tech- 
niques they use to others and are especially prepared to write interpretive re- 
ports to teachers and parents. 

Whenever reading clinics are available, practice in both diagnosis and in- 
struction under careful supervision is expected. In a few instances an intern- 
ship provides wider experiences with many types of cases and contacts with 
related professional groups. 

Preparation for the reading consultant includes the understandings and com- 
petencies to teach reading at elementary and secondary levels, in regular class- 
rooms, and to retarded readers. Prospective consultants need to know the 
means for assessing the reading progress of pupils and the ability to interpret 
test scores to administrators, teachers, and parents. They should become familiar 
with current curriculums in reading, language arts, and related content areas. 
Techniques for revising old curriculums and developing new ones are learned. 
Psychological understandings of learning, of dealing with groups to prepare 
for inservice training of teachers, and of dealing effectively with individual 
teachers are considered important. 

Frequently principles are learned for evaluating and applying research. With 
the advent of government grants, attention has been given to preparing pro- 
posals to secure funds for improving practices and for action-research to eval- 
uate innovations. 

A few universities offer field experiences in making surveys, in planning 
programs, and in the like. For eight years the University of Chicago has required 
a year of internship; one quarter is spent in the reading clinic; a second 
quarter is in a public elementary school under the supervision of a competent 
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reading consultant; a third quarter is spent at the secondary level, with a con- 
sultant, working with content-area teachers to help them improve the reading 
of their students in these areas. Most programs for consultants are included in 
masters' degrees or require a year beyond the masters' degree. 

The reading coordttiator is expected to have all of the understandings and 
competencies of the consultant plus training in administration and supervision. 
Very few programs are designed to prepare coordinators, probably because on- 
ly large schools systems have such positions available. 

College teachers of readhig ^ze expected to have obtained the Ed. D. or 
Ph. D. degrees. Unfortunately, an insufficient number of these persons is 
available so that many courses for the preparation of classroom teachers are of- 
fered by generalists in elementary education, in language arts, or even in other 
areas, such as curriculum. Reluctantly, some colleges are appointing methods 
teachers with masters' degrees or certificates of advanced study. Reading con- 
sultants may be employed to give courses at nearby colleges. 

The respondents to the writer's questionnaire who described their programs 
for college teachers generally offered advanced degrees in education or psycho- 
logy with a major or special field of reading. The number of courses in read- 
ing per se varies from four to twenty-two. Related areas include general curric- 
ulum, psychology, linguistics, literature for children and youth, statistics, re- 
search design, and various assistantships. The methods-teaching assistant is 
mentioned by several, but no information is provided about the kinds of di- 
rection offered to these young people. Austin (J) has made a strong plea for 
improving the quality of preparation of college instructors of reading courses. 

At the University of Chicago an experimental course has been given for ad- 
vanced doctoral candidates specializing in reading to help them plan and teach 
a reading methods course. Rather than emulate their own instructors as is of- 
ten the practice, they set goals described in behavioral terms for a unique group 
of students, planned the sequence of learnings to achieve these goals, devel- 
oped the topics ar.d procedures sequentially, and determined valuation pro- 
cedures. Later in the academic year, they gave two sections of the course; the 
second section was improved on the basis of group evaluation of the first. 

Reading researchers usually hold the doctoral degree and have been pre- 
pared in departments of psychology, linguistics, or education. Until recently, 
most researchers have had degrees in education. In a survey of reading re- 
searchers. Barton and Wilder (2) pointed out the deficits in preparation prior 
to 1964 and especially to the low values placed on reading research both by 
producers and consumers. Since that time, research training grants have been 
made available, and many universities have taken steps to strengthen their pro- 
grams. Moreover, interaction with allied disciplines has been helpful in stimu- 
lating more rigorous research training. The availability of computers has led to 
different research designs. Graduate students are sometimes expected to dem- 
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onstrate research competence prior to beginning their dissertations. Research 
internships, in which doctoral candidates work as part of a team headed by a 
major researcher, are becoming more prevalent. 

The quality of research produced suggests that the preparation of reading re- 
searchers has been the least effective of the programs for reading specialists. 
Continuous efforts arc being made to improve this program in the U. S. A. 
Furthermore, most of the other programs are under continuous scrutiny, and 
plans arc being made in a number of colleges and universities for improve- 
ment. 

Concluding Statement 

As the need for various types of reading specialists has increased, the col- 
leges and universities have responded by planning various programs to prepare 
the specialists. Depending upon the functions which the specialists are expec- 
ted to serve, preparation varies from a few courses to the program for the doc- 
torate. Not nearly enough specialists are being prepared; consequently, un- 
trained people are being pressed into positions for which they are not prepared. 
Inservice training is being provided in summer sessions and during the 
academic year to help supply the quantity and quality of leadership needed to 
improve reading instruction and basic research in reading throughout the 
United States. 
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Training Teachers of Disadvantaged 
Children 

Cultural Diversity 

The terms culturally deprived or culturally disadvantaged have lately become 
the object of criticism on the American educational scene 6, 7). Israel 
shares essentially the same kind of problems; yet the terminology which grew 
up around them, as well as the ways developed to deal with these problems, 
is somewhat different. While the United States has often been referred to as 
a "melting pot", Israel is sometimes called a "pressure cooker". In the past 
twenty years the Jewish population in Israel multiplied fourfold. The number 
of pupils in the school system has increased correspondingly. The pare 'its of 
these pupils come from many different countries, but especially from the un- 
derdeveloped countries of the Near East and North Africa. Today, 60 percent 
of each year's first graders in the Jewish school system is of Middle- Eastern 
or North African parentage. 

Child-rearing patterns in these communities differ basically from child- 
rearing patterns in so called western societies. And as originally the education- 
al system in Israel was organized along western lines, these children lack 
many of the skills, aptitudes, and attitudes which are prerequisites for coping 
successfully with a western-type educational system. 

In short, cultural diversity on the part of the society, combined with an edu- 
cational framework which is geared solely to the needs, aspirations, and human 
qualities of only one of the subcultures represented in the society, produces 
school failure in the other segments. 

As already mentioned, the extremely high proportion of children from a 
non-western cultural background in Israeli society makes the problem an ex- 
ceptionally urgent one, actually one almost of survival. 

Historically, the first and most dramatic result of the mass influx of non- 
western children into a western-type educational system was extremely wide- 
spread school failure. One became accustomed to the fact that while non -west- 
ern children comprised 60 percent of school entrants, only 25 percent of those 
who were graduated from primary school at the end of the eighth grade were 
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non-western. Moreover, during these early years only 12 percent of high 
school students were of non-western parentage. 

As in other countries, the initial teaching of reading proved to be the major 
stumbling block; and for a few years it was quite usual to find that by the end 
of their first year in school, nearly half the pupils of a class had failed to learn 
to read (2). A very dramatic change in attituc^e on the part of the educa- 
tional authorities occurred in the wake of a small number of action studies 
which demonstrated that once teaching methods are adapted to the special 
characteristics of the non-western child, educational achievements are drastical- 
ly improved (;). While at first efforts at developing new teaching strategies 
were sporadic and not coordinated, a central agency for the planning and im- 
plementation of all such efforts was set up by 1963. 

A Framework for Compensatory Education 

In 1963 the Ministry of Education and Culture established the Center for 
Schools in Need of Nurture* with the defined aim of " . . . planning and im- 
plementing compensatory programs in order to help pupils of non-western 
parents to cope successfully with the demands of the Israeli school system". 

Underlying this definition was the firm conviction, based on experience, 
thait efficient compensatory action could indeed bring about drastic improve- 
ments. As in its definition, so in its work, the Center for Schools in Need of 
Nurture (or in short is based on an interaction between theory and practice. 
The N. N.) basic administrative policy is that the more needs a specific school 
has, the more services or nurture it should have. According to this policy, 
points are alloted to primary schools in accordance with three criteria: 

1. Performance of the pnpHs on national examinations which are adminis- 
tered on the fourth- and eigth-grade level. The poorer the pupils of a 
given school perform on these examinations, the more points the school 
will get. 

2. Teacher qualifications. Inexperienced teachers, poorly qualified teachers, 
and teachers who commute to the schools in which they teach, all add 
points to their school. 

3. Home background of the pupils. Parents who immigrated from Middle 
Eastern countries, little formal education on the parts of the parents, a 
foreign language spoken in the home, and the unavailability of help for 
school assignments are all factors which are translatable into points allot- 
ted to a given school. 

Schools which receive a certain number of points or more are officially des- 
ignated as N. N. schools and entitled to the full range of benefits worked out 

* The author is grateful to Sylvia Krown of the Ministry of Health for suggesting 
this term as an appropriate translation of the Hebrew name. 
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for these schools. The following abridged list will give an idea of the type and 
range of benefits available: 

1. Smaller classes. 

2. An eleven-month school year and a prolonged school day. 

3. Intensive group coaching in basic subjects in the sixth, seventh, and eighth 
grades. 

4. Special educational consultants who meet regularly with teachers of the first 
four grades as well as special teaching manuals and training sessions for 
these teachers. 

5. Remedial teachers or reading specialists attached to the schools. 

6. After-school-hours enrichment centers for promising pupils to prepare 
'them for high school. 

7. Special teaching strategies and experimentation, developmentation, and im- 
plementation of textbooks and instructional materials. 

At present a third of all primary schools have been officially designated as 
N.N. schools and consequently entitled to the compensatory programs de- 
scribed as well as additional programs in some instances. 

A further 10 percent of all primary schools get some of the described bene- 
fits despite the fact that they were not recognized officially as N.N. schools. 

Inservice Training for Compensatory Education 

As stated, an intensive inservice training program for the teachers in the 
lower grade^i of N. N. schools is one of the benefits accruing to these schools. 
On the other hand, it must be remembered that the poor training of these 
teachers and/or their degree of inexperience were coniributing factors in es- 
tablishing the school as an N. N. school. While it is true that the teachers of 
the lower grades in these schools get intensive inservice training, these ^eachers 
are also the ones who need it most. The inservice training can take three forms 
and most usually combines them all: 

1. Special educational consultants are assigned to small groups of teachers. 
This consultant, usually an experienced and successful teacher, meets her teach- 
ers individually once every fortnight and helps them plan their work in detail. 
She also frequently visits their classrooms. 

Groups of two or three consultants are also active in devising new teaching 
approaches and materials and guiding the teachers in experimenting with 
them. 

2. Special manuals are issued several times each school year. New teaching 
approaches and devices are described in these manuals in great detail. Further- 
more, many practical hints about planning and carrying out successful projects 
are offered. 
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3. Intensive inservice training sessions are arranged during school holidays. 
In these sessions the newly developed materials are introduced to larger au- 
diences. including also teachers in non N. N. schools. 

While during school sessions the link of an individual teacher to the many- 
faceted work of the Center for N.N. Schools is mainly through her consultant 
and through the manuals, school holidays are utilized for broader contacts and 
concentrated training. This link also allows for the opportunity of teachers to 
hear about work beyond their immediate concern. 



Preservice Training for Compensatory Education 

While inservice training programs are well developed and extensive, and 
there is good reason to believe that the new educational practices which are de- 
veloped experimentally for the N.N. schools will eventually come to the 
attention of the practicing teacher, the area of preservice training has so far 
remained largely untouched. Two sets of factors are mainly responsible for this 
situation: 

First, there is the normal time lag between educational innovation and its 
introduction into the curricula of teacher-traning institutions. It seems reason- 
able to assume that the teachers in teacher-training institutions usually re- 
ceived their own training and, furthermore, have taught in the school system 
before the creation of the Center for N. N. Schools — sometimes even before 
mass immigration ever began. 

Second, there is the often-voiced assumption that training teachers for com- 
pensatory educational work cannot be successfully achieved in the initial stages 
of teacher training. The proponents of this view would hold that a person 
must first receive his basic training which "makes him a teacher" and that the 
additional knowledge and skills needed for compensatory work can be success- 
fully assimilated only if they are superimposed on this already existing "teach- 
er". 

Much further study in this controversial area is clearly needed, and the posi- 
tion which will be presented in this paper is at present no more than a 
personal statement unsubstantiated by methodical research. 

It hardly seems logical that once new teaching methods have been developed 
and widely accepted, they should not be part of the initial training of new 
teachers, especially since in this area, as so often happened in other areas, these 
new methods are already exerting considerable influence on teaching practices 
in all schools. 

The writer feels that a further substantiation of her stand can be drawn 
from the Proceedings of the New York State Education Department Confer- 
ence on College and University Programs for Teachers of the Disadvantaged, 
which was held in 1967 (^). A large number of the participants at this con- 
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ference stressed the importance of adequate preservice training as an esseniial 
step in the preparation of future teachers of the disadvantaged for the special 
conditions they will have to face. 

But it would be a mistake to think of training teachers for work in N. N. 
schools only in terms of a training in the use of additional teaching strategies 
and devices. This paper opened with a discussion of cultural diversity. The 
basic fact of the problem under consideration is surely that of pupils whose 
cultural background is different from that of their teachers. 

Several American educators referred to this problem in writing about the 
preparation of teachers for work with the disadvantaged, concluding that 
teachers in training should learn about the anthropological and sociological 
background of their future charges in order to prevent the "culture shock" in 
store for the teacher upon being first exposed to this reality (4). 

Yet it seems that theoretical "knowledge about the child in his environ- 
ment", as prescribed for instance by Miriam Goldberg for the "Successful 
Teacher of Disadvantaged Pupils" (3), is too superficial an approach. An un- 
derstanding of an alien culture cannot be acquired by book learning alone. In 
1964 Riessman and Hannah wrote: 

The beginning solution, it seems to us, must stem from our teacher traning 
institutions. We must work out a whole new system of pedagogy geared to the 
teaching of children from bw-income families. Larger doses of sociological and 
anthropological material must be dispensed to teacher trainees in order to develop 
an appreciation of other ways of living, other realities. 

Concurrently, there should be community field trips, home visits and student 
teaching in a variety of situations. Teachers should find out what it is like to 
eat rice and beans every day on a welfare budget, how it feels to wait five 
hours in a city clinic before being seen, why a family would choose to have 
a television set before a second pair of shoes all around (9). 

In order to be able to react effectively within a framework of basic differ- 
ences in cultural background and outlook, the teacher must have experienced 
these differences firsthand. 

At Hebrew University the writer and others have been experimenting with 
applying to the exigencies of cultural diversity some aspects of the chilu-study 
program developed by Prescott and his coworkers at the University of Mary- 
land (8). Every year, so far, we have learned again that only at the stage 
when students have experienced the everyday conditions and problems of 
the children's homes, does the desired understanding and change in attitude 
occur. These results were, in many cases, encouraging beyond fondest hopes. 
Still it has to be remembered that these field experiences followed a period of 
theoretical preparation. 
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Conciiision 

In the forties, Allison David in his classic works described the problems 
arising out of the discrepancy between the home background of large segments 
of pupils and the school. Unless teachers-in-training are introduced to these 
differences via a well-planned program including firsthand field experience, 
there is Irttle hope that the necessary changes will be achieved in the near fu- 
ture. It should be remembered that present teacher training is still often based 
on the assumption of a uniform society in which the home background of fu- 
ture pupils is known to the teacher-in-training because it essentially resembles 
his own. Only when the vast change in this respect has been fully taken into 
account and teachers have a firsthand knowledge of the details of their 
charges' home environment, is there hope that teachers will be able to react 
naturally and competently to the special demands evolving from these basic 
differences in the everyday teaching situation. A well-planned preservice train- 
ing based on anthropological theory combined with intensive field experience 
in families and community institutions seems the most hopeful approach for 
breaching the cultural gap between teacher and pupil. 
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v. For the past several yea?.s the educational community has been experiencing 

v ever-increasing flow of research literature. Researchers, stimulated by gov- 

? ernment and private foundation funds, using the latest, most sophisticated 

techniques have been attacking problems at an accelerating pace. In order for 
I the knowledge and insights gained from these studies to be useful, however, 

^ the information must reach the teachers, administrators, directors, and other 

I;' researchers concerned with education. 

Confronted with this tremendous influx of information, even the most ac- 
complished researcher faces an almost insurmountable task. He must not only 
survey the literature published in educational journals bat must seek out the 
1^ fugitive material — the unpublished colloquium papers and doctorial disser- 

^ tations, the papers presented at conventions, and the ever-increasing work be- 

I ing done by independent school systems. 



ERIC 



|_ In an attempt to bring some organization to the research field, the United 

I States Office of Education (USOE) in 1966 established the Educational Re- 

|: sources Information Center commonly referred to by the acronym ERIC. The 

I basic functions of this information system are the retrieval, collection, storage, 

f: reduction, analysis, and dissemination of educational information. 

|: ERIC is a rather unique system in that it combines a centralized and decen- 

|- tralized organizational format. Central ERIC, located in Washington, D. C, 

i: governs and coordinates the work of eighteen special clearinghouses, each re- 

I presenting different disciplines within the area of education. These clearing- 

t: houses are located at universities and other educational institutions across the 

|- United States. 

I' Each clearinghouse is staffed by specialists in a respective area of education. 

I 

147 



148 



148 



Teacher EJncatiou 



These experts collect, select, abstract, and index materials for inclusion in the 
ERIC system. Each clearinghouse also acts as a fairly independent retrieval, 
analysis, and dissemination center within its particular discipline. Its sources of 
material are the published and unpublished literature plus reports on govern- 
ment-sponsored projects filtered to the respective clearinghouses by ERIC 
Central. 

When a clearinghouse receives a document, the material is first evaluated to 
determine its significance. If the document is selected for inclusion in the 
ERIC system, the clearinghouse indexes the material by use of established 
descriptors, such as Phonics, Inservice Teacher Education, Educable Mentally 
Handicapped, and so forth. Each document may be described by several such 
descriptors. An abstract is then prepared and is forwarded to ERIC Central 
along with the descriptors and, in most cases, the full document. 

Research in Education 

At ERIC Central the document is assigned an Ed number and announced in 
the USOE publication. Research hi Educatmi (RIE). This publication is avai- 
lable in many libraries or may be ordered by individuals for Sll per year for 
subscribers in the United States and $13 for those in other countries. The 
second price listed implies, of course, that ERIC resources are available to edu- 
cators throughout the world. A yearly subscription including twelve issues 
may be ordered from 

Superintendent of Documents 

United States Government Printing Office 

Washington, D.C. 20402 

U.S.A. 

The listing of a document in RIE includes the Ed number, the descriptors, 
and the abstract. By consulting the descriptors, the user can isolate the reports 
of studies of interest. Then, by reading the selected abstracts, the user can de- 
cide whether he wishes to order the complete document. The cost of ^the com- 
plete document, both in microfiche (MP) and hard copy (HC), is indicated 
in the listing. 

To order the document, the user must contact 

ERIC Document Reproduction Service 

National Cash Register, Inc. 

4936 Fairmont Avenue 

Bethesda, Maryland 200 H 

U.S.A. 

Documents should be ordered by Ed number. 
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Microfiche versus Hard Copy 

It might be wise at this point to discuss briefly microfiche and hard copy, 
the two forms in which materials may be ordered from EDRS. Microfiche, a 
4 X 6-inch sheet of microfilm, may contain up to seventy pages of printed 
material. The cost of each 4x6 sheet is currently about t\v'enty-five cents. 

Hard copy refers to Xerox copies produced in 6 X 8-inch sheets. The cost 
is four cents per page or §2.80 for a seventy-page document. The cost of 
microfiche is, therefore, substantially below that of hard copy; however, to 
read the microfiche one must have special equipment called a microfiche read- 
er. These readers range in price from ?75 to ?1400. The hard copy, of 
course, may be read without the aid of special equipment. 



i Levels of Input 

; Actually it is not always possible to retrieve microfiche or hard copies from 

I ERIC for every document listed in RIE. If printed copies of the material are 

I readily available to the user from some ether source. ERIC may offer the orig- 

l inal document only in microfiche. If the material is covered by a copyright, 

( the original document will not be available in either MF or HC. In both cases 

I the materials are listed in RIE because ERIC feels that the educational com- 
munity should be alerted to the document's existence and be directed to the 

I source from which the material may be ordered. 

J, 

I; ERIC/CRIER 

I;* 

: Each month, Indiana University receives letters addressed to Mr. ERIC 

CRIER or Dr. CRIER. There is, of course, no such person on the staff. ERIC/ 
CRIER is the acronym for the ERIC Clearinghouse on Retrieval of Informa- 
'.. tion and Evaluation on Reading. This clearinghouse is guided by Leo Fay and 

; Edward Summers, the project directors, with the help of an advisory board 

j. made up of some of the leading experts in the field of reading. The clearing- 

house, supported by the U. S. Office of Education, is cosponsored by Indiana 
University and the International Reading Association (IRA). 

ERIC/CRIER has the primary responsibility of inputting material from the 
.. field of reading into the ERIC system. Each month ERIC/CRIER receives 

r many manuscripts dealing with some aspect of reading from individual re- 

searchers or teachers. The material is carefully screened, and descriptors and an 
; abstract are prepared for those documents selected for input. The information 

I on Ihe selected documents is then forwarded to ERIC Central and usually ap- 

I pe,irs in RIE within three months. 

\ 
I; 

i 
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In addition to announcing these original materials through the ERIC system, 
ERIC/CRIER also creates new documents, such as bibliographies, reviews of 
the research, and state-of-the-art papers. 

ERIC/CRIER receives several requests from individuals for information on 
certain topics, such as phonics or reading readinf?ss. It would, of course, be im- 
possible to run an extensive search of all of the materials filed at ERIC/CRIER 
everytime an individual request is received. In an attempt to handle such re- 
quests, however, ERIC/CRIER is developing bibliographies and reviews of the 
literature in several areas. As a bibliography or review becomes available, it is 
announced through a continuing ERIC/CRIER column in the three journals 
of the International Reading Association. Its availability is also announced in 
RIE. 

In addition to these smaller bibliographies limited to specific areas within the 
field of reading, ERIC/CRIER has prepared a general annotated bibliography 
of the published research in reading from 1900 — 1966. This bibliography, 
developed from the famous Gray collection of published research housed at the 
University of Chicago, is published in three volumes: 

Published Research Literature in Reading, 1900—1949 
Published Research Literature in Reading, 19^0 — 1963 
Published Research Literature in Reading, 1964 — 1966 

The total cost of all three volumes would be $4.25 in microfiche and about 
$43 in hard copy. 



Reading Review Series 

One of the most recent developments at ERIC/CRIER is the establishment 
of the Reading Review Series. Here, an expert in a particular area of reading, 
such as reading at the high school level, is asked not only to review the litera- 
ture in this area but also to summarize and interpret it — What do we know? 
Where do we stand? Where are we going? The author is provided with all 
materials available in the ERIC/CRIER files to facilitate his work and insure 
complete coverage of his topic. 

The first two manuscripts are being published through the International 
Reading Association Research Fund. They will also be available in microfidie 
from the ERIC system. One of these papers covers the area of high school read- 
ing. It was prepared by A. Sterl Artley of the University of Missouri. The 
other, on the diagnosis and treatment of reading disabilities, was written by 
Ruth Strang of the University of Arizona. Everyone who has reviewed the 
manuscripts thus far has suggested that they are outstanding contributions to 
the field of reading. 
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Access to the ERIC System 

The easiest way to gain access to the ERIC and the ERIC/CRIER facilities 
is to write directly to 

ERIC/CRIER 
200 Pine Hall 
; Indiana University 

Bloomington, Indiana 47401 

; U.S.A. 

One may obtain from that office a pamphlet titled "Portfolio of ERIC and 
: ERIC/CRIER Products and Services". This portfolio describes in detail all 

; materials mentioned plus several other products and services. It also contains 

i information on microfiche readers. 

In addition to the portfolio, one may request information on specific topics. 
^ If bibliographies or reviews are available, ERIC/CRIER will send the informa- 

tion necessary for ordering the documents. 
I Be sure to consult the three IRA journals also. The ERIC/CRIER column 

. will contain announcements of new developments and materials, 

i. Finally, as the user becomes familiar with the system, he may wish to sub- 

I scribe to Research in Education. The portfolio from ERIC/CRIER contains 

X directions for securing RIE from ERIC Central. 

% Conclusion 

^1 The ERIC system is very new. It has not yet reached its maximum efficiency, 

^- for its potentials are tremendous. The staff at ERIC/CRIER hopes that all edu- 

I cators will make use of the present system and, by making suggestions, contrib- 

I ute to the development of an even more sophisticated informational retrieval 

f and dissemination network. 
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Andr^e Piacere 

reeducator psycho-pedagogicai. 
and 

Jkan Piacere 
school psychologist 

PARIS 



Integration Speed -Accuracy to a 
{ test of crossing signs by children 
poor in reading. 

■> 
f. 

I. The study of the integration speed-accuracy and the modalities of the visual 

f exploration of a group of children poor in reading, to a test of crossing signs, 

f allows, on non-linguistic material, to cast some light on tlie special difficul- 

l ties shown by the subjects to grasp and to recognize a series of meaningless 

graphical structures, presented to them on a continuous and systematized 
I speed. 

\ The poor readers are found inferior to the general population mainly in ac- 

^ curacy. A later distinction between "common poor readers" and "pathological 

J^; readers", on the b asis of their scholastic behavior, allows moreover, to draw on 

these two subgroups behaviors differentiated in speed and efficiency accom- 
p panying ways of diversely disorganized visual exploration. 

I The clinical study of some cases of poor readers belonging to 'the same or 

^ to different families, confirms the parallelism which exists between behaviors 

during the test of crossing signs on individuals having the same lexical 
|; comportment. 

I On the other hand the behavior of the poor reader does not seem to be assi- 

i:- milable neither to the mentally retarded, nor to the youngest children partic- 

I ipating in the same tests. 

^( This study allows us to verify the role of the energizing factors of mobiliza- 

\l tion, of focalization and control of attention as well as possibilities of integra- 

ls tion of speed-accuracy, all involved in the reading concurrently with the sym- 

¥. bolic function. 
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Andr£e Piacere 

rceducatrice psycho.p£dagogique 
et 

Jean Piacere 
psychologue scolaire 

PARIS 



Integration vitesse-precision a une 
epreuve de barrage de signes 
chez les enf ants mauvais lecteurs 

I Position du probleme et buts de la recherche 

L'actc dc lecture peut etre considere comme un processus complcxc de trans- 
formations et d'integrations succcssives qui, portant sur un message ccrit, per- 
mettent d'acceder a la signification dont il est porteur. D'une maniere plus 
specifique c'est une activite dc decodage appliquee au domaine linguistique. Dc 
ce fait la lecture fait appel a des activites mentalcs et a des comportcments 
plus ou moins elabores, tels Tintelligcncc assurant la comprehension, la fonc- 
tion symbolique permettant Tutilisation des codes linguistiques (code phone- 
tique ct code graphique), la perception des unites du message constitue ici par 
une suite ordonnee de signes graphiques. Tous ces processus ^^tant lies par un 
jeu d'intcgrations mutuelles assurees par le systeme ncrveux central, selon des 
modalites d'ailleurs variables en fonction des situations de lecture, des niveaux 
d'apprentissage et de personnalite du sujet lisant. 

II est maintcnant bien connu que I'acte de lire engage, a des titres diverse, 
des aspects varies de la personnalite, depuis I'equipement sensoriel et cognitif 
du sujet jusqu*^ son affectivite et sa motivation. 

Notre recherche, qui s'inscrit dans I'etude de la personnalite des mauvais lec- 
teurs, s'attachc k deux aspects du comportement Icxique encore insuffisamment 
explores: I'autoregulation des variables vitesse et precision qui se situe princi- 
palement au niveau de I'exploration perceptive du message, et, secondairement, 
Tattitude energetique du sujet durant Tactivite exploratoire du texte qui cons- 
titue beaucoup plus un trait de personnalite globale. 
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a/ Vintegration vitesse-precisiou. 

Si la faute de lecture (ou mieux I'erreur de decodage) est, a des degres 
divers, le lot de tous les lecteurs pourvu qu'ils lisent asscz longtemps un texte 
difficile et qu'il faille renoncer a decouvrir des types de "fautes" veritablement 
specifiques de la dyslexie (P. LEFAVRAIS. M. LOBROT) il n'en reste pas 
moins que Ton s'accorde generalement pour reconnaitre, dans le cas de la lec- 
ture oralc, le mauvais lecteur du bon lecteur par le style de leur lecture. L'im- 
pression de mauvaise lecture est donnee par la lenteur, Tirregularite du debit 
et la densite des erreurs, le tout compromettant plus ou moins la communica- 
tion du message du lecteur a I'auditeur. Vitesse, nombre d'erreurs et qualite 
du debit etant les 3 variables dassiquement utilisees, isolement ou conjointe- 
ment, dans les tests de lecture orale. Chez la majorite des sujets il s'etablit, 
dans la lecture courante d'un texte de lisibilite moyenne, une auto-regulation 
entre la vitesse et la precision de telle manicrc que le nombre d'erreurs de lec- 
ture, reste compatible avec une comprehnsion suffisante du message par le lec- 
teur lui-meme. (P. LEFAVRAIS). C'est pourquoi la seule mesure de la vitesse 
est generalement une bonne appreciation de I'efficience en lecture, passe le stade 
des premiers apprentissages, indice utilise dans de nombreux test. Par contre il 
est des cas ou cet auto-ajustement automatique ne s'etablit pas et ou les rap- 
ports vitesse-exactitude et vitesse-comprehensioij deviennent inconstants. Cela 
se produit chez le debutant qui n'est pas encorl^ arrive a la lecture courante, 
occasionnellement chez tout lecteur meme bon,- |iux prises avec un texte mal 
adapte i ses possibilites (trop facile la vitesse est en quelque sorte liberce du 
souci de precision, trop difficile le nombre de faules tend a croitre alors meme 
que la vitesse diminue), et d'une maniere constante chez le mauvais lecteur 
qui nous interesse ici, parce que, pratiquement, tout *^exte ecrit lui est inadapte. 



h/ Le poteutiel energetiquc. 

La nature meme du message ecrit exige que soient respectees certaines reg- 
ies dans son exploration pour en permettre un decodage efficace: exploration 
visuelle sans omission dans un sens donne: gauche-droite et Tgne par ligne 
dans notre systeme usuel d'ecriture. Cette exploration exige une stabilite 
visuelle, une aisance de reperage, une focalisation de I'attention suffisantes, 
dont tous les lecteurs ne sont pas egalement capables avec Constance ct 
regularite: il n'est que de voir combien de jeunes enfants out de mal a ne 
pas sauter de ligne, la tendance de certains debutants a inverser le sens de la 
lecture et k s'aider du doigt pour soutenir leur controle visuel. Dissociee de 
I'aspect precision, la vitesse de lecture, bien que variable genetique, devient, en 
quelque maniere, tout comme le debit du discours, un trait individuel de per- 
sonnalitc. 
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c/ Lecture et barrage de signes, 

Dans riiypothfcse done ou la mauvaisc lecture se caractcrise cntre autres, 
par unc perturbation de I'cquillbre vitesse/prccision compromettant chez Ic 
lecteur lui-mcme, et en tout cas chez I'auditeur, I'acccs a la signification du 
message, et ou cette perturbation peut s'accompagner d'une disorganisation de 

I exploration visuelle du texte ccrit, il devenait tentant d'ctudier sur un mate- 
riel non linguistique, tel I'epreuve du barrage de signes, le comportement ex- 
ploratoire et Tefficience des mauvais lecteurs. 

Nous ne considcrerons evidemment pas que lecture et barrage de signes 
soient deux taches cquivalentes. La lecture beaucoup plus complexe, fait in- 
tervenir des fonctions qu'ignore le barrage: fonction symbolique, linguis- 
tique, fonction de communication elle exige un apprentissage long, la connais- 
sance d'un code de 26 signes ainsi que la maitrise de leurs multiples combinai- 
sons, alors qu'il suffit de quelques secondes pour assimiler les consignes du 
barrage. 

Toutefois la comparaison de ces deux taches se justifie en ce sens qu'elles 
mettent en jeu un comportement d'exploration visuelle systematise servant de 
support a une activitc mentale de reconnaissance de signes graphiques lineaire- 
ment disposes, et dont la vitesse, la precision et le rendement sont mesurables. 

11 est done possible pour des groupes de sujets, voire pour un meme sujet, 
d'ctablir une comparaison entre les performances analogues realisees aux deux 
taches, de fa^on a verifier I'existence de comportements specifiques dans le 
domaine de I'efficience energetique et du pouvoir de controle a des niveaux 
divers. 

II La population d'experience 

11 s'agit uniquement de sujets d age scolaire reconnus mauvais lecteurs a la 
fois d'apres le jugement des maitres et d'apres Icurs resultats aux tests dc 
lecture, se repartissant ainsi: 

30 gar^ons et 30 filles ages de 6;10 a 13;^ dont le QI moyen est de 
53,7 (60 i 120) avec un retard de lecture 1 a 6 ans. 

• Ces cleves ont etc recrutes: 

1963 — II dans un centre medico-psycho-pedagogique (9 G — 2 F) QI 
moyen 100 

1964 a 67 — 34 dans les classes normales d'un groupe scolaire de la banlieue 
de PARIS (22 F. 12 G. QI moyen 90,7) 

1967 — 15 cleves d'une classe speciale de Readaptation (6 F 9 g. QI 
moyen 90,5) 

II s'agit done d'enfants ayant tous re^, sinon assimild, les apprentissages 
de base qui auraient du, normalement, leur permettre de depasser le seuil de 
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la lecture courantc. Get cchantillon assez hcterogene en cc qui concernc I'agc, 
Ic niveau mental, I'origine socio-economiquc, rasscmblc toutcfois bien que Uans 
des proportions non controlees, les principaux types de mauvais lecteurs qu'on- 
peut rcncontrer a ce niveau de population scolairc. 

Ill Les epreuves utilisees 

Chacun des 60 sujcts a subi successivemc^U un test de lecture et unc cprcuvc 
de barrage de signes. 

a/ Les epreuves de lecture: 

Deux tests de lecture ont etc utilises scion les cnfants: 

"Rene" test de lecture oralc de /. BURION (Institut supcrieur de Pedagogic 
du Hainaut. MORLANWELZ (BELGIQUE) 

fipreuvc de lecture suivie, de difficultc progressive qui, utilisec avcc I'ctal- 
onnage parisien realise par M. GILLY pcrmct I'dtablissemcnt d'un niveau de 
lecture dc la Heme (cours preparatoire) a la 9emc (cours clemcntairc 2cmc an- 
nee). Cc test est etalonnc en fonction d'un indice dc rendement integrant 
a la fois la vitesse ct la precision. 

"L'Aloueiie" test d'analyse de la lecture ct dc la dyslexic dc P. LEFAVRAIS 
C. P. A. PARIS, con^ pour pouvoir ctre utilise a tous les nivcaux dc lecture 
dc la Heme dasse i I'age adulte. II permet, outre la possibilite d'unc analyse 
qualitative et etiologique des fautcs, I'dtablissemcnt d'un niveau apparent de 
lecture qui nc tient compte que de la vitesse ct d'un niveau dc lecture reel 
qui, tenant dc I'cxatitude constituc un indice dc rendement. 

Dans la mcsure ou il ne s'agissait pas d'ctablir des categorisations fines 
mais essentiellement dc discriminer des mauvais lecteurs, ['utilisation con- 
jointe de ces deux epreuves ne prcsentait pas d'inconvcnient majeur. 

b/ Uepretive de barrage de signes 

Nous avons utilise Ic double barrage T2 B, mis au point par Rene ZAZZO 
(1) qui se dcroule a deux niveaux de complexitc: 

— Au ler barrage, le sujet doit barrer en temps librc sur unc feuillc de 
1 000 signes carres tous ccux d'un modcle donne. 

• — Au ^'^rond barrage, sur unc feuille similaire, il iui faut barrer simul- 
tancment deux types dc carres, epreuve d'attcntion distribute a poursuivrc du- 
rant 10 minutes d'affilee. 

Dans les deux cas la meme consignc est donnce au sujet dc travaillcr "vitc 
ct bien", mettant I'accent ^ la fois ct dgalcmcnt sur I'exigencc de vitesse ct dc 
prdcision. 

L'cnregistrement des donnces en cours d'epreuve porte a la fois sur les 
aspects quantitatifs et qualitatifs du comportemcnt. Leur depouillement pcrmct 
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Ic calcul d un certain nombre d'indices concernant la vitesse, la precision et le 
rendement et, par reference a des valeurs experimentales, Tetablissement d une 
formule resumant I'essentiel du comportement du sujet. 

II est done possible, sur la base du T2D d etudier, statistiquement au niveau 
du groupe et cliniquement au niveau de Tindividu, I'integration vitesse preci- 
sion a deux niveaux dactivite exploratoire visuelle, et d'analyser plus finement 
les variations d'efficience aux divers moments de 1 epreuve. 

IV Methodologie 

N'ayant pu, faute de temps, examiner que des cnfants mauvais lecteurs, 
nous avons pris comme normes de reference les performances de 1 echantillon 
de 350 ecoliers parisiens de 8 a 14 ans, utilise par R. ZAZZO pour etalonner 
le T2D. Nous avons estime legitime d'admettre qu'en tant qu'echantillon au 
hazard il etait egalement representatif en ce qui concerne la lecture, et pouvait 
nous servir valablement de groupe temoin. 

Du fait de cette limitation, et de Tetendue restreinte de nos effectifs, la pre- 
sente etudes ne constitue, selon nous, qu une premiere approche des problemes. 

Par ailleurs, nos effectifs par sexe et age dtant trop reduits pour autoriser 
des comparaisons de moyennes, nous avons choisi, pour chacune des 3 variables 
etudiees, de classer nos sujets selon une trichotomie du type lents, moyens, ra- 
pides, definie en fonction de 1 ecart semi inter quartile de chaque age, selon 
le modele utilise par R. ZAZZO. Ce precede, qui neutralise la variable age per- 
met la construction de tables de contingence auxquelles peuvent etre appliques 
la statistique du et ses derives. 

Resultats 

lere partte: Comparatsou globale des perjowumces des ma// turn lecle//rs a 
celles de la pop//lcit}ou ger/ende. 

Nous avons analyse successivement le rendement global et ses deux com- 
posantes, la vitesse et la precision, i chacun des deux barrages isolement puis 
conjointement. 

a) et//de d// rendement: a aucun des 2 barrages il n'existe de difference signi- 
ficative entre mauvais lecteurs, filles ou gar^ons et les enfants du groupe 
temoin. 

b) ei//de de la v/tesse: meme conclusion que pour le rendement. Si Ton com- 
pare pour chacune des zones de vitesse (L— M— R) la proportion de sujets 
constants ou inconstants, on constate chez les mauvais lecteurs une ten- 
dance tres significative (S a ,01) ^ garder le meme style de vitesse aux 2 

(I) Manuel pour Texamen psychologique de Tenfant. -~ fasc. 7 — Delachaux Nicstl^. 
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barrages, ce qui rejoint la correlation positive de .57 Irouvee par Roger 
PERRON (Manuel p. 253). 

c) etude de la precision, seule variable pour laquelle R. ZAZZO a constate 
quelque Jifference entre gar^ons et filles, bien que nonsignificative au 
niveau de rctaionnage. 

Au barrage d'im sigfte les gargons maiivais lecteurs comme ceux du groupe 
temoin, sont plus souvent exacts qu'inexacts (S a .025). Inversement les 
mauvaises lectrices, ayant unc faibic tendance a ctre plulot iiiexactes (S 
a .10), se distinguent des filles du groupe temoin (S a .01) qui sont le 
plus souvent exactes. 

Au barrage de deux sigties, alors que G. et F (du groupe temoin sont plus 
souvent exacts qu'inexacts (S tres sup. a .0005), les G. d'ailleurs bien 
plus que les filles (S a .025), chez les mauvais lecteurs G. et F. sont aussi 
souvent inexacts qu exacts. De ce fait, si les mauvaises lectrices se diffcren- 
cient peu des filles du groupe temoin, les gargons mauvais lecteurs sont 
beaucoup moins precis que les garqons tout venant (S a .01). 

Chez les mauvais lecteurs, gargons et filles se comportent differemment 
du groupe temoin, et differemment aussi les uns des autres selon le niveau 
de complexite de la tache. Les gar(Otts, le plus souvent exacts a BI, 
comme les normaux, enregistrent a B2 une chute de la precision, contraire- 
ment a ceux du groupe temoin (S a .01). Inversement, les jilles fnauvaises 
lectrices, moins exactes a Bl que celles du groupe temoin (S a .01), ob- 
tiennent une amelioration relative a B2 qui les rapproche de ces dernicres 
(NS a .05). 

Si nous considerons devolution de la prec'ts'tou aux deux barrages a l(t 
jois, il existe chez les mauvais lecteurs, et surtout chez les filles, une ten- 
dance significative a ctre inexact a Bl et a B2 (S a .01). 

Ceux des mauvais lecteurs dont la precision est inconstante S'i compor- 
tent differemment selon le sexe: chez les gar^ons la precision tend a se 
deteriorer a B2 (contrairement au gr. temoin) alors que chez les filles ellc 
tend a s'ameliorer. 

d) relation vitesse: precision 

Par ailleurs, comme dans la population temoin, chez les mauvais lec- 
teurs, G ou F, les sujets imprecis ont tendance a se trouver plus nombreux 
chez les lents et les rapides: 

63 % des lents, 43 % des moyens, 60 % des rapides sont imprecis. 

e) Vu mode atypique d' exploration visuelle: le boustrophedon. 

11 s agit du recours systematique ou occasionnel a I'exploration des lignes 
alternativement selon le sens G/D — D/G, qui facilite considerablement 
le repcrage, du debut de ligne. 
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Ce comportcmcnt cxploratoirc, trcs minoritairc clans Ic groupc tcmoin, 
est adopte par prcs du tiers des mauvals lecteurs: 

Bl B2 Total 

groupe tcmoin 350 sujets 3,7 % 2,3 % 6 % 12 % 
mauvais lect. 60 sujets 3,3 % 3,3 % 20 % 27 % 

(Sa .01) 

Les M. L. recourant au boustrophcdon se trouvent plus souvent que les 
autres en survitesse a B2 (V>Vl et In2 cleve) On trouve parmi eux -l^ % 
de formules en U (11,75 % dans le gr. tcmoin) lis sont aussi plus in- 
exacts que les M. L. a 1 exploration G. D (S a .01). 

f) Fotmules de travail atiormdles. — 

II s'agit des formules qui, dans la population gcncrale, traduisent Tinhi- 
bition (formules en LE) ou au contraire I'impulsivitc, le manque de con- 
trole, (formules en RU, exceptc RU. I obtenue par les sujets trcs doues 
capables a la fois d'une vitesse clevce et d'unc honne precision aux deux 
barrages). 

Si les formules caractcristiques de I'inhibition ne sont gucre plus nom- 
breuses chez les mauvais lecteurs que dans le groupe temoin, celles traduisant 
impulsivitc et manque de controle y sont plus frequentes (6 % contre 3 %) 
et s'y trouvent tou jours associces i\ un mauvais indice d'exactitude. (6 % de 
RU5, RU6 contre 2 % dans le groupe tcmoin). 

ConchiSiOu 

C'est done surtout en ce qui concerne la precision que les mauvais lecteurs 
sc trouvent ctre inferiorises par rapport aux autres clcves. J.es gar(;ons mau- 
vais lecteurs s'adaptent moins bien que les filles mauvaises lectrices quand la 
tache devient plus complexe, alors que pour ces dernicres c'est le ler barrage, 
pourtant le plus facile, qui provoque le plus d'erreurs. Ceci peut s'expliquer 
aussi bien par une reaction emotive initiale a la situation de testing que par 
une plus grande lenteur de mobilisation chez les mauvaises lectrices. 

En outre, les difficultes d'adaptation i une activite d'exploration visuelle 
systcmatisce particulieres aux mauvais lecteurs sont confirmees par leurs recours 
plus frequents que les autres enfants a des comportements atypiques (boustro- 
phcdon) . 

2€mc pdrtte: Cotnparatsou de deux groupcs de tiuwrdts lecteurs. 

Nous avons distingue, dans notre echantillon de mauvais lecteurs, deux 
categories de sujets selon leurs performances au test de lecture et leur compor- 
tcmcnt scolaire general: les "simples mauvais lecteurs" dont Tcchec en lecture 
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est limite et ne retentit pas notablement sur les autrcs apprentissages, et Ics 
lecteurs dits "pathologiqucs", dont la lecture reste en de(^a du seuil d'utilisa- 
tion pratique, avec un rendement scolaire global scverement perturbc (15 
cleves, dont TI G. et 4 F.). 

Du point de vtte de la precis ion "simples mauvais lecteurs" et "lecteurs pa- 
thologiques" ne se diffcrencient pas significativement. Pour la vitesse il n'en 
est pas de memc, car les "lecteurs pathologiqucs" sont Ic plus souvent tres 
lents: 

simples M.L. 24,4 % lents 46,6 moycns 29 % rapides 
lect. pathoL 53,3 % 33 % 13,7 % 

Sign a .05 a Bl et ii .01 a D2 

Si Icnscmble des mauvais lecteurs se differcncic du groupe temoin par son 
inexactitude, le sous-groupe des "lecteurs pathologiqaes" s'en distingue en 
outre par sa lentcur. II s'ensuit done que leur rendement est doublement infc- 
riorisc. 

3effie partie: mono graphics cliniques paralleles de mauvais lecteurs. 
A'Etude loftgitudinale comparee de deux jratries de mauvaislecteurs. 

-{-fratrie LAL famille normale de 10 enfants. de niveau socio-culturel 
mediocre, pathogene et formant des person nalites schi- 
zoides, car tres refermes sur clle-meme. 
4 sujets suivis (2 F. et 2 G.) retard de dcveloppcment 
mental (fausse debilite) et stuturo-ponderal, puis ten- 
dance a obesite; bonne santc et bonne frequentation 
scolaire. Places en dasse speciale car rendement scolaire 
tres faible dans le domaine du langage ecrit: pour trois 
d'entre eux, lecture et orthographe pathologiques con- 
finant ^ I'alexie. 

-{-fratrie MARG, famille de 6 enfants, fruste mais bien adaptee socialc- 
ment presentant tous un retard scolaire. QI entre 85 
et 100. 

3 sujets suivis (2 F et 1 G.), cnfa its sains, solidcs, 
sans absenteisme. Difficultes de lecture dues i un mau- 
vais controle vitesse/precision et k un retard linguistique 
socio-culturel ("simples mauvais lect"). 

Ne pouvant ici presenter le detail de Tanamncsc et du comportement aux 
tests de chacun des sujets, nous ne ferons que dcgager les grands traits qui les 
caracteriscnt ou les opposcnt de fratrie a fratrie au barrage. 

— Chaque fratrie a son style de vitesse qui se mainticnt d'ailleurs d'age en 
age: lent chez les LAL (lect. pathologiques), rapide chez les MARG. (simples 
M. L.). II semble s'agir \k d'une caracteristique familiale constitutionnellc. 
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— La precisiou scmblc davantage ctrc unc caractcristiquc individuclle, bicn 
que la majoritc dcs sujcts soient imprecis dans les deux fratries. 

— Liulegraliou vitesse/prccisiou est assez satisfaisante, bien qu'effectuce a 
has regime, chez les 3 lecteurs pathologiques de la famille LAL, chez qui le 
rendement moyen est tres faible pour leur age reel et la courbe de travail 
reste infantile. Chez les "simples M. L." que sont les MARG., au contraire, le 
style de travail est beaucoup plus mur le rendement moyen satisfaisant, mais 
Tadaptation vitesse/prccision plus variable, I'accent ctant mis sur la vitesse. 

BlEtiide de deux eujauts de classe de readaptation 

-f S.M. — fillette de 7;5, Q.I. 93; fatigable, instabile et dispersce avcc 
problcmes nevrotiques. Lecture rapide au rendement de 6;6 
a 6;9 — exploration anarchique du texte, mots et lignes 
sautees, erreur nombreuses. 

-f D.C. — gar(jon de 8;8 Q.I. 78; fatigable, instable, signes d'ambryo- 
pathie discrets, trouble du langage parlc rccdiiquc, relation 
enfant-parents mediocre. Lecture lente, assez peu precise de 
niveau 7 ans. 

Le barrage presente chez ces deux sujets des indices dun deficit consider- 
able du controle de lattention et qui confirment leur instabilite: desorganisa- 
tion du mode d'exploration (lignes sautees, boustrophedon), survitesse et forte 
imprecision au 2eme barrage (71 % d'erreurs '-hez la fille, 51 % chez le gar- 
(jon), similitude des formules, a la vitesse prcs (RU5 chez la fille, LU5 chez 
Ic G.) Le style de travail au barrage, qui se situe chez Tun et Tautre sujet a 
deux regimes de vitesse tres differents, correspond bien ternie a terme au 
comportement lexique de chacun. 

Disons, pour terminer, que ces deux eleves aux barrages si particuliers, ont 
ete les deux seuls de la dasse a ne pouvoir s*y adapter, et ont du en ctre retires. 

i 4eme Partie: etude dijfereuiielle des tnauvais lecteurs compiires aux debiles, 

j aux deter tores :n nut aux et aux en j ants jeuues. 

Les mauvais lecteurs iie sont evidemment pas les seuls a obtenir des resultats 
j defavorables au barrage de signes, aussi avon nous pu confronter nos consta- 

tations a celles d'autres chercheurs faites sur d'autres groupes, pathologiques 
ou non, desquels il etait tentant de les rapprocher. 

a) — Mauvais lecteurs et enjants deb'des, (I) 

lis temoignent tous deux d'une inadequation vitesse-precision (survi- 
tesse i B2), mais moins importante chez les M. L. plus inexacts, mais 
dont la vitesse et le rendement restent voisins de la normale, alors que 
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Ics debiles sont lents pour leur age. Les M. L. pratiquant le boustrophe- 
don se rapprocheraient des debiles a B2, quand la tache devient plus 
complexe, etant plus rapides qu'eux a BI. 

En resume, comportements assez semblables, mais a uii regime plus 
\ rapide et moins precis chez les M. L. 

; b) — Mauva'is lecteurs et Si/jets aciultfs ayant subi une deterioration intellec- 

\ tuelle. (I) 

Les deteriores, deja lents au ler barrage, reduisent encore leur vitesse 
I au deuxieme, quand la tache devient plus complexe, sans pour cela 

i pouvoir ameliorer leur precision. Fatigables, ils sont incapables de main- 

tenir tout au long de lepreuve un tonus suffisant. 

Chez les M. L. on ne trouve generalement pas Tessai d'auto-regulation 
vitesse: precision tente, meme sans succes, par les deteriores. Les 
lecteurs pathologiques, lents et imprecis comme ces derniers, ne mani- 
{ festcnt pas cette tentative d*ajustement conscient a une tache plus diffi- 

\- cile. 

^ c) — AUtivais lecteurs et enfants normaux de 6 a 7 ans. (2) 

I Les memes signes d'imprecision et d'immaturite se manifestent dans 

i' les deux groupes, mais tres attenues chez les mauvais lecteurs (taux 

d erreurs a B2 et frequence des formules immatures). 

f Conclusion. Notre echantillon de M. L. ne peut, en tant que tel, etre identi- 

\ fie ni aux debiles, ni aux deteriores, ni aux enfants plus jeunes, bien qu'ils 

J. se rapprochent des uns ou des autres par telle particularite, et que certains 

i d'entre eux puissent individuellement leur ressembler. Le mauvais lecteur n'est 

J pas, i 1 evidence, une entite nosologique. 



Conclusion generate 

Si les mauvais lecteurs sont a la fois lents et imprecis par rapport a leur age 
reei et i leur niveau mental, et peuvent pour la plupart etre consideres, lorsqu'ils 
i lisent oralement, comme en survitesse par rapport i leurs possibilites de con- 

^; trole de Texactitude, ils manifestent egalement des difficultes d 'adaptation au 

niveau de Texploration visuelle systematisee d une serie de signes graphiques 
non linguistiques. 

Une analyse du style de lecture et du retentissement de I'echec en lecture sur 
Tensemble de la scolarite permet de degager deux types de sujets aux compor- 
teme*its specifiques a I'epreuve du barrage de signes: les "simples mauvais lec- 
teurs** et les **lecteurs pathologiques**. 

(1) Enfance N© special sur la dibilit^: Ir^ne TALAN p. 386—392. 

(2) Manuel pour Texamen psychologique de Tenfant (R. ZA220) op. cit. 
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Leurs comportements inadaptes, bien que differents, traduisent egalement un 
deficit d'ordre energetique, leuteur et labilite de la mobilisation, instabilite ou 
impossibilite de focalisation de I'attention, insuffisance du pouvoir de con- 
trole, entrainant fatigabilite et desorganisation du comportement, auxquels 
les gar^ons paraissent plus sensibles. 

Sans exclure les causes possibles J'ordre psychophyiologique (regulation 
de mouvements oculaires, etendue du '.hamp visuel) ou mnesique (retention 
des signes a barrel) une insuffisance de tonus mental, dont I'origine peut- 
etre aussi bien >oftiatique que psychique (I) semble bien caracteriser la plupart 
des mauvais le:teurs, a quoi peut s'ajouter souvent divers deficits linguistiques. 

Cet aspect caracteristique de la personnalite c!es mauvais lecteur nous parait 
merite d'etre piis en consideration par les maitres et les reeducateurs dans la 
choix de leurs methodes et de leur organisation pedagogiques. 

(1) R. LEPEZ Fsychosociologie de la vie scolaire Bull, de Psychologie. 

M. GILLV "Bon ^live, mauvais Recherche sur les d^tenninants de la 

r^ussite scolaire i condition ^gales d'intelligence ct de milieu social — Th^se du 
Doctorat de 3'cycle Ecole des Hautes Etudes, Paris 1968. 
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The Dyslexic Sjoidrome 
and Its Basis 

I- As Money (23) has pointed out, the most striking characteristic of the 

I syndrome in what is sometimes termed "specific" or "developmental" dyslexia 

" ^f^' addition to the severe and prolonged backwardness in reading and 
V spelling, there occurs a variety of other symptoms. These are not exclusive to 

I dyslexia; they appear in other cases of backwardness in reading. But there is a 

r characteristic pattern of symptoms, though not all are found in every case of 

? dyslexia. It is, however, useless to attempt to study dyslexia by determining the 

I frequency of distribution of isolated symptoms among the general school pop- 

I' Illation or even among an unselected group of clinic cases. What is necessary 

j[/ is to make a clinical study of each case of marked and prolonged reading 

y\ backwardness, assessing the occurrence and severity of the symptoms v/hich 

|; appear, and thus obtaining a picture of the whole syndrome.' 

t It then be seen that there are certain symptoms which appear frequent- 

f ly in these cases. This statement does not mean that the symptoms cause the 

^ Reading difficulty; they may be other consequences of some underlying dis- 

ability. They, and the reading backwardness, naturally appear with differ- 
ing degrees of severity. Other symptoms may appear which do not seem to be 
central to the main disability, though they may aggravate difficulty in learning 
I to read. Such are the environmental factors of poor home b:ckground, dis- 

I interested parents, and inadequate schooling. Emotional maladjustment is not 

|; primary or necessary as a symptom in dyslexia, though frequently emotional 

i disorders arise as its consequence. 

But though numerous careful studies have been made of dyslexic children. 
I it then appears that certain symptoms do not always appear and that those 

f which do occur fall into different subgroups within the main syndrome. The 

|. question then arises: Is there more than one dyslexic syndrome, and, if so, have 

f the different syndromes different causes? 

\ Two principal types stand out from each other: subjects who appear to be 

weak in language functions and those in whom the visual analysis of complex 
shapes is defective. These two types were noted specifically in clinical studies 
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by Ingram (78) but have been most clearly distinguished by Kinsbourne and 
Warrington (20). In a set of thirteen severely retarded readers, age eight to 
fourteen years, the researchers distinguished six cases whose scores on the non- 
verbal section of the WISC exceeded their verbal scores by at least twenty 
points and seven cases with the reverse pattern. The first group showed evi- 
dence of language impairment: naming and verbal learning were poor, and 
speech development had been delayed. The second group were particularly 
poor on the WISC Block Design and Object Assembly tests and at construc- 
tional tasks generally; they showed some degree of finger agnosia and were 
lacking in motor control. They were partioilarly deficient in the ability for 
sequential ordering and the manipulation and recall of sequences. 

Now it might be suggested that cases of the first type, in which there is 
frequently clear evidence of early retardation in the acquisition of speech and 
language functions, are suffering from a form of developmental dysphasia. 
Although spoken language difficulties may be overcome before school age, 
there may still be poor auditory discrimination and memory for words. Ingram 
(28) considers that in learning to read these children have particular difficul- 
ty in synthesizing phonemes to form the sounds of whole words and some- 
times in the comprehension of words. 

Kinsbourne and Warrington found that five out of six of their visuospatial 
cases had histories suggesting birth injury. Several other experimenters have 
found evidence of the occurence of brain damage in such cases [Statten (27), 
Preston and Schneyer (24), and Goldberg et al (14)]. The effects of this 
brain damage sometimes appear in EEG disorders, though not always. Defects 
in analysis of complex visual forms have often been noted, for instance in the 
Bender Gestalt test [de Hirsch (72), Lachmann (22), and Clements and 
Peters (9)] and with the Kohs Block test [Zangwill (37)]. Figure- 
ground and part-whole discrimination may also be inadequate. Some of the 
most notable features are inability to discriminate between left and right 
(Cohn 70) and confusion in the left and right identification of the parts of 
the body [Benton (5) and Belmont and Birch (4)]. In addition, there are 
often hyperkinesis and impulsivity [Clements and Peters (9)] and general 
clumsiness of movement [Kucera et al (27)]. Not surprisingly, these cases 
are very resistant to treatment. Silver and Hagin (8) found that twenty-four 
children followed up over ten years until they were nineteen years old still 
showed marked reading disability, together with difficulties in figure-ground 
discrimination and some degree of finger agnosia though left- right discrimin- 
ation had improved. 

However, it cannot be assumed that all cases with visual deficits are suffer- 
ing from brain damage or that, if there has been any impairment, it is too 
slight to detect. Moreover, it is known that in many cases a hereditary factor 
may be involved. Hallgren (13) may have overemphasized the frequency of 
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this factor, but there is an obvious number of cases in which other members 
of the family suffer from reading difficulties and other associated symptoms. 
Again, oilier deficits have been noted in dyslexic children which have not 
been specifically related to brain damage. In some of these, the auditory sense 
may also be involved, a condition which is significant because many backward 
readers have particular difficulty in the analysis of speech sounds and their as- 
sociation with printed letter shapes. This difficulty has been found in match- 
ing visual and auditory rhythms — the visual being shown in sequences of 
dots; the auditor}', in series of taps. Though Birch and Belmont (6, 7) noted 
particularly a disability in matching auditor}' to visual patterns. Beery found that 
matching visual to auditory patterns was equally poor. It is possible, however, 
that weak auditory memory for rhythms may have been the important factor. 
Again, perception of kinaesthetic and tactile patterns may be poor in back- 
ward readers with visual deficits [Ayres (i)]. 

Furthermore, there are cases in which both visuospatial and language im- 
pairment are found. And weakness in lateralization, especially of the hands, 
may appear in many types of cases. But though lack of well-defined laterality 
I has for a long time been associated with dyslexia, some experimenters have 

'i found this condition to be of minor significance [Belmont and Birch (4)]. 

I It tends to disappear in older backward readers [Harris (76) and Belmont 

[ and Birch (3)]. Tjossem et al (30), however, claim that congenital left lat- 

erality may be demonstrated in older backward readers by means of Friedman's 
i test of the position of the "hair-whorl", even though they appear to be right- 

' handed. But directional confusion of some kind may be more persistent and 

r appear in the letter and word reversals which are so characteristic of dyslexics. 

Nevertheless, even these characteristics tend to disappear in time. 
I Now Critchley (11) has attributed all the types of cases described, apart 

I from those suffering from brain damage, to a "maturational lag" in the devel- 

|: opment of cortical differentiation — hence in achieving the higher levels of 

£• visual perceptual function and in establishing visuo-auditory and visual kinaes- 

I thetic equivalence. This lag is probably hereditary in origin. There may be a 

general retardation in neurophysiological development, as shown in slowness 
i to establish cerebral dominance, and to integrate the functions of the two sides 

|. of the body [Ayres (i)], De Hirsch et al (13) have also suggested the exist- 

ence of a maturational lag appearing in slow differentiation in perceptuo-mo- 
^ tor and linguistic performance in the sequencing of auditor}' events. This con- 

; dition they have associated with general immaturity of personality, as obscn'ed 

I in an infantile method of tackling difficult tasks with inability to respond in 

I a purposeful and organized manner. This behaviour may be compared with the 

I greater impulsivity and poor capacity for analysis noted by Kagan (19) and 

|: the greater "field dependence" of backward readers observed by Stuart (29). 

If, Although such a maturational lag may be operating in some dyslexic cases 
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and may be overcome to the extent that reading capacity improves and some of 
the symptoms described above disappear, nevertheless there are other cases in 
which reading never becomes really fluent and spelling is always execrable. 
Moreover, in these cases there appears to be a deficiency -n the higher mental 
processes, especially of concept formation rather than of the perceptual func- 
tions. Rabinovitch (2^, 26) noted the difficulty in translating percepts into 
symbols, in the use of conceptual abstractions, and in formulating grammatical 
sentences. Braun (S) found that backward readers were significantly less able 
than normal readers to form concepts through abstraction and classification. 
Moreover, whereas the normal readers improved in this capacity with age, the 
backward readers showed little or no improvement between the ages of ten and 
twelve years, indicating that lack of attainment of full facility in reading may 
be associated with deficiency in forming abstract concepts. Rabinovitch et al 
{23) suggested that this conceptual deficity may be associated with minor neu- 
rological impairment, but Kuccra et al (2i) found that deficiencies in the 
higher integrative functions, including difficulties in synthesis and in the un- 
derstanding of the symbolic significance of graphic signs, were more charac- 
teristic of familial cases in which a hereditary factor was indicated. 
: May one then conclude that within the dyslexic syndrome three main types 

of cases may be included? The first could be classed as a special t)'pe of dys- 
phasia; the second, in which inability to analyse complex visual shapes is the 
most notable feature, could be attributed to brain dam.ige. This damage might 
j be of a general nature, or it might affect predominantly the parieto-occipital 

area of the right hemisphere and resemble Gerstmann's syndrome in adult 
brain-injured cases, as Hermann (i7) has suggested. As to the third group, 
possibly hereditary in origin, with its bewildering variet)' of symptoms, could 
it be that there is here a general underlying disability to comprehend and con- 
1 struct complex structures within which are integrated visual symbols in sequen- 

i tial order and other spatial patterns, together with speech sounds (which to the 

j young child may have no recognizable conceptual pattern) ? This disability 

j might become focal in immature children In the early stages of word recogni- 

[ tion because this is the first difficult conceptual task encountered by the child 

I on entering school. The more mature, howe\'er, surmount this stage; but their 

i inherent disability appears at the purely conceptual level, a later stage in learn- 

I ing to read, 

t 
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An Appraisal of Medical Research 
on Dyslexia 

Medical contributions to understanding of dyslexia have been numerous 
and cover ninety years of work. Indeed, members of the medical profession 
were the first to identify dyslexia as an entity, and it was tJiey who first dis- 
tinguished it from mental retardation and who pointed out the error in attri- 
buting it to laziness on the part of the child or to incompetence on the part 
of the teacher. 

Specialists in the teacliing of reading have lagged behind the medical and 
psychological professions in recognizing the existence of dyslexia. Even today, 
some reading specialists continue to ignore dyslexia and find uncongenial the 
concept involved in "typing" a disability. This condition may be due to the 
fact that educators, unlike medical men, are trained to teach individuals in 
groups; educators lack the clinical training and, hence, the clinical instincts 
that would equip them to think of disability in terms of etiolog)', syndromes, 
systematic diagnostic procedures, and treatment. The difference in the training 
and methodology between teachers and medical men, and the validity of both 
approadies, point to one reason why the teacher and the medical specialist 
would benefit by familiarizing themselves with the researcli and insights of the 
other. 

The divergence in research findings and opinion on dyslexia is truly aston- 
ishing. The widely differing views can be in part explained by the natural 
tendency for specialists to confine their reading to journals and books in their 
own respective fields. The split is not just between education, psychology, and 
medicine. Within each of these fields the extent of specialization is stag- 
gering. There is too little cross-fertilization between the many minds who are 
I working on dyslexia but who approach the problem with diverse assumptions 

1 and from diverse angles. It is hoped this paper may make a modest contribu- 

tion to weakening just one of the barriers — that between education and 
i medicine. 

I With this purpose in mind, the writer will summarize and evaluate a selec- 
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tion of opinion and findings from the medical literature which typify matters 
of importance for the teacher of reading and the reading clinician. After the 
elimination of numerous speculative essays, sources were narrowed to approxi- 
mately one hundred articles and half a dozen books representing work in four- 
teen nations. About two-thirds of them appeared between 1963 and 1965, the 
remainder coming from publications which appeared before and since that pe- 
ricd. 

The research here reviewed was conducted chiefly by neurologists, psychi- 
atrists, pediatricians, and ophthalmologists. It represents several types of in- 
vestigation. About one-third of the studies are reports based on clinical expe- 
rience and impressions; almost as many arc diagnostic surveys of diildren 
without controls. Next in frequency come diagnostic surveys with controls and 
cross-sectional clinical studies. Last and too few are reports of longitudinal 
case histories and autopsies. 

Those who believe that anything short of a controlled experimental study is 
of dubious scientific merit will be disappointed with the dearth of such stu- 
dies. The writer's own convich'on, to the contrary, is that the numerous clinical 
and observational studies are highly appropriate and necessary in view of the 
present-day need. This need is for careful clinical obser\ation, followed by 
theory-building, followed by comparing one s notes with those of others, fol- 
lowed by more observation, followed by more theory-building. Controlled ex- 
perimentation is more suitable in fields with large bodies of established de- 
scriptive material, such as chemistry, or in solving problems related to such 
matters as respondent behavior. Controlled experimentation in reading has 
been going on for years, and the few drops of positive knowledge that have 
been squeezed from it are embarrassingly scanty. Not all the experimental 
research on reading was necessarily bad, but much of it was premature. Other 
approaches are obviously called for, including the sort of clinical observation 
f and surveying now being carried out in medicine. 



«; Etiology 

f There is a distinct tendency today for the cause of dyslexia to be assigned 

I to a disturbed neurologic organization, the most reliable symptom of which is 

t delayed maturation. It is widely accepted that in tlie true dyslexic there is no 

i; history or evidence of brain injury. 

I Few writers are dogmatic about the precise nature of the dysfunction. Most 

i appear to agree with Rabinovitch (19) who describes dyslexia as "This in- 

\' triguing but still too mystcr;ous basic etiology . . The lack of dogmatism can 

I be further illustrated. Gardner and Sperry (S), for example, although strongly 

oriented psych iatrically and who regard a reading disability as tied in with an 
emotional ambivalence which tliey believe everyone has toward language, do 
not deny the role of organic factors. Although some psychiatrists contend that 
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Uicir field holds the answers, they are not as uncompromising as blau (2) in 
his well-known monograph of twenty years ago. Many today are taking a 
broader and more objective view. Among these arc two psychiatrists, Gerald H. 
J. Pearson and Herman S. Belmont, with whom the writer has worked in Phila- 
delphia (Preston, in preparation). In a series of eighteen dyslexics, Pearson 
and Belmont found a larger proportion of weak egos and deficient self-esteem 
than in a series of controls, but they found negligible differences between the 
two groups in neurotic symptoms and in need of psychotherapy. They conclud- 
ed that in only one case did emotional problems alone appear to underlie the 
reading disability. In nine of the cases, they concluded that subtle organic 
impairment was fundamental. This kind of detachment that enables a specialist 
to see causes lying outside his own field is commonplace in medical literature 
today. 

There is a strong presumption that dyslexia is a hereditary disorder. Ingram 
{15) calls it a recessive trait; Drew p) and Hallgren {15) call it a dominant 
trait. Evidence of its being a familial trait has been found in many studies 
over the years, of which various Scandinavian investigations are frequently 
cited. Percentages of known familial presence range from sixty-three percent 
to approximately ninety percent of cases [Hansen The belief that 

dyslexia is a constitutional disorder is strengthened further by the large body 
of data revealing a higher proportion of male dyslexics than female dyslexics 
— a proportion of 3:1 to 4:1. 

The contemporary medical literature is skeptical of Orton's contention that 
dyslexia is due to failure of the child to establish unilateral cerebral dominance, 
;i condition accounting for the presence of mixed laterality and reversals, and 
provides evidence that handedness and eyedness are not reliable indices of cer- 
ebral dominance. For example, Goodglass and Quadfasel (i2), Penfield and 
Roberts (i7), Goldberg (//), and others have shown that one cannot predict 
language dominance for left-handed individuals and not perfectly even for 
right-handed individuals. It is ^ilso widely recognized that mixed laterality 
may be present in cases of normal readers and, moreover, that many dyslexics 
are free of mixed laterality. But even though the classical theory of cerebral 
dominance is rejected, the majority of dyslexics are still reported as having 
some degree of mixed laterality. The mixed laterality is sometimes interpreted 
as one aspect of the maturational lag found among dyslexics. 

It would be an error to suggest that all medical conclusions about the cause 
of dyslexia are based on evidence. Five reports were examined in which the in- 
consistent orthography of the English language and the so-called "look-say" 
metliod of reading instruction are cited as causal factors. These statements are 
undocumented and appear to be expressions of mere speculation. 

Finally, an interesting point of view by Bender (/) should be mentioned. 
She believes that the congenital immaturities which lie at the seat of dyslexia 
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may be present in some children but never manifest themselves in the reading 
process because of tlie presence of favorable exogenous factors — a favorable 
emotional climate at home and school, favorable motivation, and favorable 
opportunities to learn. This is an important point to which the writer will re- 
turn in discussing treatment. 



Diagnosis 

It li dear from the literature that the gross neurologic examination (with 
:. the possible exception of the EEG about which there is conflicting evidence 

and judgment) does not reveal diagnostic information about dyslexia. The lit- 
erature recognizes that subtle types of tests of a variety of functions arc 
f required: of laterality, distinguishing right from left, copying of figures. 

, reproduction of block arrangements, taking dictation, drasving. setting the 

hands of a clock, naming or pointing to individual fingers as directed, and 
i others. Rabinovitch (19) makes a welcome plea against "tests that do not 

r relate to the child's functioning in the life situation" and urges that tests be 

used that "have meaning in terms of the child's actual real-life learning *, 
j; Reading teachers and reading clinicians who examine the medical research 

1 literature will be surprised at the general failure of investigators to use (he 

concept of reader level as a supplement to grade- or age- equivalent score or 
Y diagnostic instruments such as the informal reading inventories, orally read 

\ graded word lists, and oral reading tests. As long as medical specialists stick to 

J rules such as "two years retarded *, a net that catches the large numbers of chil- 

l dren who are retarded for reasons of cultural and educational deprivation, and 

|- as long as they fail to use the diagnostic educational instrLinients. specialists 

I are going to continue to make exaggerated estimates of the incidence of dys- 

^* Icxia. 

I ^ number of medical investigators express proper concern over the loose and 

£ extensive use of tJie concept of "minimal brain damage", popularly inferred 

f from any one of a host of symptoms. It is a medically meaningful term when 

^ used appropriately and with restraint, but many writers point out that its pres- 

l- cnt extravagant use is misleading and not helpful diagnostically. 

^ Drew (3), Shankweiler (22), and others emphasize the fact that dyslexia 

I has a variety of syndromes. This point is important. Apart from the reading 

I failure, dyslexic children may be characterized by mixed laterality', inability to 

J discriminate right and left body parts, reversals in their reading and writing. 

^ finger agnosia, dyspraxia, abnormal EEGs, and the like. None of these is a 

constant factor from case to case. Dyslexic children share with one another with 
certainty only one trait: the gestalt dysfunction revealed by such symptoms as 
the persistent difficulty in synthesizing word parts, in seeing and building per- 
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manent images of word wholes, and in associating sounds with visual symboli- 
zation. In study of eighteen dyslcxics at the University of Pennsylvania, al- 
ready referred to, the team neurologist, Martin Mandel, administered fifteen 
neurological tests mostly of the subtle or "soft" type. The most nearly con- 
sistent abnormality was in taking written dictation of simple sentences (all 
but one case showed dictation abnormalities); next came the EEG (all but 
three cases showed EEG abnormalities). Each child had his own pattern of 
symptoms. As Drew (.5) concludes, the various inconstant abnormalities repor- 
ted as characteristics of dyslexia are best viewed as variant manifestations of 
gestalt dysfunction, perhaps caused by delayed neurologic development. 

Incidence 

One of the chief blocks to the advancement of knowledge about dyslexia is 
failure to agree on its characteristics. This omission shows up in the various 
reports in the literature on the incidence of its occurrence. In the medical lit- 
erature reviewed, the figures range from two to thirteen percent. Some estimates 
from other sources have run lower and some higher. The bases of most of the 
medical estimates are far from satisfactory. Some are not described and seem 
more like wild guesses. Some arc based on hospital populations. Some investi- 
gators unfortunately abandon their clinical point of view and uncritically ac' 
cept school figures of children who are two or more years retarded in reading 
achievement as indicative of the dyslexic population. It seems that the gather- 
ing of data on incidence might better be left to educators and psychologists 
who arc in a better position than physicians to evaluate school tests and school 
records and who have shown their ability also to use clinical tools as a basis of 
identifying dyslexic diildrcn. The writer suggests as models three comprehen- 
sive, systematic surveys by educators who are also clinical psychologists. One 
was conducted by Stauffer (24) who sur\eyed the nine- to eleven-year-old pop- 
ulation in the Philadelphia public schools and who computed an incidence 
of dyslexia of one percent. The second was conducted by Schenk-Danzinger 
(21) who examined 2,000 children in Vienna at the end of their second school 
year and who obtained a figure of 3.9 percent. The third was conducted by 
Gaskins (in preparation) of the Reading Clinic of the University of Pennsyl- 
vania who included all fourth grade pupils in a small Pennsylvania city and 
who secured a figure of approxin.ately one percent. It is to be regretted that 
medical workers, despite their splendid clinical skills and insights, tend to be 
careless when it comes to estimating the incidence of dyslexia and, as previous- 
ly mentioned, tend to attach uncritical and undeserved dependence upon the 
number of years a child is retarded. The result is that some children are placed 
in the dyslexia category who, if the more rigorous clinical criteria had been 
applied, would more properly be viewed as nondyslexic retarded readers. 
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Treatment 

Medical reports of results of treatment are few and scattered and are mostly 
anecdotal. Therapy reported includes psychotherapy administered to the dys- 
lexic, psychotherapy administered to the dyslexic's mother, suggestion, hypno- 
sis, sleep learning, and sedation. Results are generally reported as favorable. 
Wider experimentation with medical treatmenf, provided there is systematic 
evaluation, is to be encouraged. 

Most of the writers are content to turn their dyslexic patients over to teach- 
ers for treatment and to let the teachers select methods of instruction. A num- 
ber of medical specialists, on the other hand, have shown little inhibition in 
expressing their views and prejudices regarding the teaching of reading. Indi- 
vidual tutoring as opposed to group instruction tends to be favored. Some of 
the methods proposed include use of the rebus device; use of "hieroglyphic" 
writing, no doubt similar to the German "Sprechspur" [Rahn (20)]; stimu- 
lation of the deficit perceptual areas [Silver, Hagin and Hersh (23)], appar- 
ently similar to Maney's program (16) and the Fairbanks-Robinson program 

(6) ; psychomotor reeduation adapted from the Delacato (4) model; en- 
couragement of the use of the right hand by left-handed dyslexics; the Fernald 

(7) approach for total or extreme disability; and the Gillingham and Stillman 
(10) method (more frequently recommended than any other approach). 

Rarely do those who recommend special teaching methods reveal knowledge 
of the research or the pedagogical literature on the subject; and they know 
apparently little or nothing of alternative approaches to those they propose. 
The pioneering and promising work of Schenk-Danzinger of Vienna, Tamm 
of Hamburg, and Norrie of Copenhagen is little known. Hotel's hypothesis 
(3) is still to receive due attention. Botel of the University of Pennsylvania 
and one of his students, Patricia S. Guth, are testing the proposition that an 
exemplary school program can prevent the manifestation of dyslexia in most 
dyslexia-inclined pupils. Their findings to date are impressive and may well 
demonstrate the truth of Bender's view, previously stated, that the congenital 
lag that lies at the seat of dyslexia may be present in some children but never 
manifests itself in the presence of favorable environmental factors. Other work 
meriting the attention of medical specialists is Willson's important finding 
(25) that there appear to be at least three identifiable syndrome patterns each 
of which calls for a unique instructional approach. 

Everyone is saying these days that more of the research on dyslexia should 
be carried out by interdisciplinary teams. Despite the multiplicity of isolated 
work which the writer has been reporting, influential leaders in medicine and 
education are taking firm and long steps in the direction of the team approach. 
As interdisciplinary study advances, the gulf in thinking about dyslexia which 
today separates medicine and education will begin to disappear, 
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Classroom Techniques for the 
Identification of Retarded Readers 

The retarded reader is the child who is not reading so well as might be 
expected .n terms of his intellectual capacity to the extent that i,is school pro- 
gress ,s impeded. Because he has had so little success in school, he is apt to 
be discouraged, disheartened, defeated. He may well have developed negative 
attitudes towards reading and perhaps towards school in general. Tiie task in 
planning for him is therefore twofold: to provide the kind of learning expe- 
riences that are appropriate for his present level of achievement and to stimu- 
late his interest and enthusiasm for reading as well as growth in skills so that 
he may m the future achieve at a level more appropriate for one of his ability. 
In order to achieve these ends it is essential for the teacher to know not only 
the sequence of skills in reading but also to know the child, hh needs, hh in- 
terests, and hh attitudes. Therefore, this paper is directed toward the steps a 
teacher may undertake in order to identify the needs of the retarded reader 
Once the retarded reader has been identified through a comparison of his 
achievement in reading with some measure of intellectual ability, there are four 
questions that will guide the teacher in his search for a solution of the prob- 
lem. The most important question to answer about a child's reading is, accord- 
ing to Harris (2): "How difficult a book can this child read.?" Further insight 
can be gained through answers to tiie following: What skills, necessary for ef- 
ficient reading, has he not yet developed.? Are there inhibiting factors, physi- 
cal or emotional, which can be corrected or which must be taken into consider- 
ation in planning his program.? What interest can be discovered upon which 
to build.? 

How difficult a book can the child read? 

In attempting to answer this question it is useful to recall the concepts of 
the independent, instructional, and frustration ievels suggested by Betts (/) 
The independent level is the highest level at which the child can read fluently. 
This point is usually determined by ine level at which the child makes no 
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more than five significant errors per 100 words. The instructional level is the 
_ highest level at ^Arhich a child can read satisfactorily with teacher guidance and 

preparation. The frustration level is the level at which a child's reading skills 
break down, fluency disappears, word recognition errors are numerous, com- 
prehension becomes faulty and signs of stress become apparent. 
• The most productive means of establishing these levels of reading is through 

the use of an informal reading test devised by the teacher through the choice 
of appropriate paragraphs from a series of graded readers. The selections 
should begin with a paragraph just below the level at which the teacher esti- 
mates that the child should be able to read and continue upward until too 
; challenging materials are presented. Provision should be made for upward or 

downward revision of this scale, as necessary. At this point in testing it is most 
! often extremely productive if the child is taken into one's confidence as to the 

purpose of this undertaking. If this evaluation can become a collaborative ven- 
ture in which the teacher and child together attempt to assess the child's 
strengths and weaknesses in reading, changes in attitude and motivation of the 
child may be begun. 

Standardized silent reading test scores usually indicate the instructional lev- 
J el. However, caution must be used in this interpretation, particularly with 

; retarded readers. Because a child who is a poor reader tends to guess more than 

I does a gpod reader, the score may overestimate his instructional level. On the 

: Other hand, because of his poor attitudes towards reading or because of a poor 

I opinion of himself, he may respond erratically or may fail to attempt many 

I questions. In such cases the score will likely underestimate the instructional 

I level. Therefore, findings from such tests should be verified from estimates 

I obtained through the use of informal reading inventories. Discrepancies 

I between these two estimates point to the need for further investigation. 

I What skills have not yei* been developed? 

i A pattern of difficulties suggesting possible answers to the second question 

?: will begin to emerge as the teacher analyzes the kinds of errors made on the 

I informal and standardized tests. He may note, for example, the child's fluency, 

j expressiveness and articulation, the extent and success of his use of context 

[ clues, the adequacy of his sight vocabulary, his method of attacking new words, 

; and the extent to which he makes use of word analysis techniques. From the 

child's performance on the silent reading tests, the teacher may note whether 
I there is a consistent pattern to the errors made: the child's attention to detail, 

( his ability to find the main idea and to make inferences, the adequacy of his 

\ vocabulary, and his understanding of changes in word meaning according to 

t context. From an examination of test responses, it is also possible to estimate 

whether his reading is accurate but slow, rapid but inaccurate, or both slog- 
an d inaccurate. 
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From the clues fouml in this analysis of errors, areas for further investig.i- 
tion can be identified. A check list of the essential reading skills can be deve- 
loped from an examination of the guide book of the reading series being useil. 
By checking the information gathered against such a check list, the major areas 
of weakness can readily be determined. It will be necessary to investigate more 
completely one or more of these areas. If, for example, the main difficulty is 
in word recognition, it would be helpful to know if the child can discriminate 
between similar sounds he hears and between similar shapes he sees; if he 
knows the letters of the alphabet, the sounds of the consonants and vowels, and 
rules governing variations in sounds; and if lie can apply this knowledge in 
words of one syllable and more. Further, it should be established whether this 
knowledge has become so well established that the child makes use of his 
knowledge in analyzing unknown words and whether he makes use of context 
to verify his attempts to analyze a word. Individual assignments appear to pro- 
vide the best opportunities for assessment of the area of word recognition. 

Probably the best way to explore comprehension is to prepare lessons which 
require the use of the particular .skill the teacher wishes to test. Care must be 
taken to use material of an appropriate level of difficulty .so that problems of 
vocabulary or wonl recognition will not impede ailequale testing of com- 
prehension. 

What are the inhibiting factors? 

In enumerating the factors that may impede progre.ss in reading, Robinson 
(3) lists school practices, emotional disturbances, family and peer relationships, 
visual difficulties, dominance, brain damage, hearing, and general physical or 
health problems. Many of these factors stem from outiidc the classroom: and 
for such, the teacher's task is one of observation to note symptoms of diffi- 
culty, of suggestion to parents or appropriate school personnel of the need for 
examination, and of provision within the classroom of whatever adjustment 
possible to alleviate the difficulty. However, there are often factors which have 
arisen from the child's lack of succe.ss in .school and which seem to be impell- 
ing further progre.ss. Theic factors m;iy be noted in the child's reactions to 
the reading tasks he is given, Does he push the book away or otherwise show 
his distaste for the tasks.^ Does he withdraw from the task by daydreaming 
or superficial efforts.^ Does he cloak his fear of the task by clowning or as- 
suming an "I don't care" attitude.^ Has he been so defeated by his frustrating 
school experiences that a feeling of hopelessness and apathy marks his mini- 
mal efforts to read? Is he so anxious that a panic reaction seems to set in 
when he encounters an unfamiliar word, resulting in wild guessing or over 
caution in his attempts? Ohsenation of such reactions will leail the teacher 
to an understanding of the child's feelings and ability to cope with frustrating 
situations. If the teacher can encourage the child to become involveil in a sys- 
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icmatic search for liis own strengths ami ^enknesses, changes in alliliule from 
apathy or resistance to a more positive interest may be engendered. In this re- 
spect, much depends on the sensitivity and altitude of the tcaclier. 



Interests upon which to build 

The importance of discovering and using the interest of the cliild cannot be 
j gainsaid. The right book at the right time has often proved a powerful incen- 

^ive in creating a desire to read. Caution must be exercised in depending solely 
upon expressed interests — these being at times merely an expression of what 
l the ciiild thinks is acceptable to the teacher. One of the simplest, yet most ef- 

; fective ways to discover a child's interests is to watcli his daily behavior, his 

conversation, liis drawings, his play — in fact all the activities that encourage 
y l"s self-expression. Autobiographie.s have proved useful with older cliildren in 

eliciting both interests and attitudes. Discovery of interests is a vital part of the 
analysis of a reading problem because of its implications for tiic program to 
t be ileveloped. 

^, Concluding statement 

The answers to these four questions can provide the framework for an effcc- 
v tive program of remedial instruction. Unless tiie time is taken to d'.scover the 

l specific needs of the retarded reader, the most earnest efforts may be so in- 

l appropriate as to cripple him further. It is the teacher's task to do whatever is 

^ in his power to help the retarded reader achieve independence and satisfaction 

in reading. Most children can be helped. When, however, a child is unable to 
f benefit from an intensive, carefully planned program of remediation, further 

r. investigation beyond the scope of the classroom is indicated. The teacher's 

p task in such cases is to be sufficiently aware of the special services available in 

I the school system and the community so that he can refer the chilil for a more 

^" extensive exploration of the physical and/or emotional prohlcnjs impedim: 

|v progress. 
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